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This publication contains the results of the conference South-South Policy Dialogue on
Quality Education for Adults and Young People that took place in Mexico City in 2005.
Articles were written by participants who presented their national programmes from the
governmental perspective, which were reflected in the literacy policies, but there were
also important contributions on basic education and competence recognition.

Dialogue was a very relevant forum for devel oping countries to exchange experiences on
successful policies and educational problems. Actually, it gave avery first chance to talk
among equals with similar educational needs.

Accent was put on the experiences of four countries that were considered as locomotives
of development in the field: Brazil, India, South Africaand Mexico. Nevertheless,
dialogue was al so enriched by information provided by other African, Asian and Latin
American countries: Angola, Mozambique, Namibia, Tanzania, Bangladesh, Thailand,
China, Guatemala, Nicaragua and the Arab States as awhole.
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Preface

he follow-up activities of CONFINTEA V (the Fifth Interna-

tional Conference on Adult Education, held in Hamburg in
1997) have highlighted the value and importance of selected national
programmes in different regions as comprehensive and integrated
responses to the education of adults and youth. To promote the ex-
change of experience and innovative models, a South-South policy
dialogue was held on 15-17 June 2005 in Mexico City. The meeting
was hosted by the Mexican National Institute for Adult Education
(INEA) and the National Council on Education for Life and Work
(CONEVyT), in collaboration with the UNESCO office in Mexico
City and the Regional Office for Education in Latin America and
the Caribbean (OREALC).

The meeting was very successful. It provided a unique opportu-
nity for countries from all regions to engage in a conversation about
four main programmes—from Brazil, India, Mexico and South Africa.
To benefit from the presence of the other country representatives,
other national examples were presented briefly as well. This yielded
an outlook that was not only regional but also global in scope. An
important outcome of the policy dialogue was the achievement of a
consensus on a framework for countries to shape and improve their
adult learning polices and implementation with a focus on systema-
tizing quality criteria in three thematic areas: a) content and curricu-
lum; b) recognition, validation of non-formal and informal learning;
and ¢) planning, evaluation and financing.

Through the active participation of educational planners and
managers from ministries of education, South-South cooperation
was secured on a sustainable and long-term basis. Thirty-two dele-
gates from sixteen countries participated. These included participants
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from Angola, Bangladesh, Brazil, Chile China, Egypt, Guatemala,
India, Lebanon, Mexico, Mozambique, Namibia, Nicaragua, South
Africa, Tanzania, and Thailand. The conference was also enriched by
the attendance of state directors of the INEA, as well as by the pre-
sence of other organizations involved in literacy and education for
adults and youth.

The delegates regarded the international meeting not only as a
chance to improve the profile of adult education, and to improve
adult learning policies and their implementation in their respective
countries, but also to undertake pilot projects and feasibility studies
on a South-South basis.

The Mexico City meeting has indeed set the tone for increasing
coverage and integrating more countries in an even broader South-
South policy dialogue on quality education for adults and youth. The
next step in disseminating innovations will include China, Thailand
and Namibia, to mention just a few countries.

We hope that this publication will be very useful input for the

United Nations Literacy Decade follow-up and for the preparation
of CONFINTEA VI in 2009.

Adama Quane
Director UIL
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Introduction

Madhu Singh

Countries in the South are becoming increasingly concerned about
their ability to become competitive in a globalized economy.
But can they face the new technological challenges and promote
knowledge societies without tackling social inequalities and building
literate societies from the grassroots? At the conference ‘South-South
Policy Dialogue on Quality Education for Adults and Young People’,
held in Mexico City, 15-17 June 2005, sixteen countries and regional
representatives from Africa, Asia, Latin America and the Arab States
discussed, disseminated and exchanged information on four outs-
tanding national programmes of literacy and basic education for
adults and youth (from Brazil, India, Mexico and South Africa). To
profit from the presence of other country representatives, further na-
tional programmes were also discussed (Thailand, Bangladesh, China,
Tanzania, Namibia, Mozambique, Guatemala, Nicaragua and the
Arab States). All this fostered a regional outlook on the issues under
discussion. Special emphasis was placed on successtul policies, useful
content, innovative approaches to assessment, and recognition of
non-formal and informal learning.

This introduction will attempt first, very briefly, to conceptualize
the theme of literacy, knowledge and development from the perspec-
tive of lifelong and life-wide learning; it will then highlight some as-
pects of the national programmes and some regional accents; finally it
will examine three cross-cutting themes, namely assessment and
recognition, curricular issues, and financing and implementation.
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The right to knowledge and development

Learning at all levels has a key role to play in meeting the challenges
of the modern world and in closing the gap between the so-called
“haves” and “have-nots”. In the domain of learning, important
changes are taking place. The critical use of knowledge is becoming
increasingly crucial, as is the significance of learning as a lifelong
process. These changes are radically affecting educational and learning
systems. There is a shift from mere educational policies to integrated
lifelong and “lifewide” learning policies, including policies aimed at
fostering citizenship, social inclusion, employability, personal deve-
lopment and intercultural understanding. The provision of motiva-
tion and removal of barriers to learning are becoming central to refor-
mulating educational policies from a lifelong and “lifewide” perspec-
tive. Educational and learning systems affirm that the path to reform
consists in thinking alternatively and developing complementary
programmes. They maintain that such alternative visions of education
do not in fact lie outside the mainstream system but rather seek to go
beyond entrenched binary dichotomies—including formal versus in-
formal, local versus global, education versus training, standardization
versus innovation and oral versus written communication. Indeed,
the aim is to achieve synergies between formal, non-formal and infor-
mal education, and a “dialogue of knowledges”, which includes local
and indigenous knowledge.

Originally the education of adults was thought to offer the
means of catching up socially or of vocational retraining. However,
in the 1970s adult learning came to be seen as part of a broader vision
of lifelong learning, with learning and education viewed as a “contin-
uum from cradle to grave”. From then on, adult education and learn-
ing were viewed as bearing on the concerns not only of industrialized
countries but also of developing countries, which regarded adult
learning as a means of empowerment and meeting basic learning
needs. Such a vision inspired the reflections of the Faure Report
(UNESCO 1972). Based on the insight that initial education was in-
adequate and incomplete and should henceforth be regarded simply
as a basis of learning, lifelong learning for all has come to be regard-
ed as crucial to the full life of each and every human being. Indeed,
education concerns the whole of life, and needs to be seen as a com-
bined effort that strives towards working on all human knowledge;
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it should be all-embracing and universal, thereby showing the deep
connectedness between individuals, communities and the whole of
humanity. UNESCO is continuing to play a role in nurturing the
idea of learning society and lifelong learning society (UNESCO 2005).

Literacy and basic education are foundations of lifelong learning.
In today’s world, literacy cannot mean only literacy and numeracy
but also communication skills, information and computer technolo-
gy (ICT) skills, citizenship skills and skills to manage one’s own long-
term learning path. Those who will lack such a foundation will con-
tinue to be marginalized and find themselves even pushed out of the
mainstream of learning societies. Therefore, policy needs to target
people with low incomes, ethnic minorities, migrants, youth who un-
derachieve at school, the unemployed, poorly qualified, low-skilled
workers, and disabled and isolated older citizens.

To impart critical skills, it would be helpful to distinguish be-
tween two groups of adults and youth over 15 years of age who have
dropped out of the formal education system and lag behind others
from an educational point of view. On the one hand, adults and
youth without the benefit of schooling who do not have sufficient
command of the written word; on the other hand, those who have
attended school but whose literacy and education does not allow
them to meet the basic requirements of their social, cultural, personal
and professional development.

The national programmes of education for adults and youth
treated in this volume stress the central importance of expanding lite-
racy and basic education for development and learning for life. Seen
from a lifelong and life-wide learning perspective, education for
adults and youth is meaningful for personal, cultural and social devel-
opment. In fact development is crucial to the promotion of the Uni-
versal Declaration of Human Rights (UN 1948). Shashi Tharoor
(1999-2000) makes this point succinctly: “Without development, hu-
man rights could not be truly universal, since universality must be
predicated upon the most underprivileged in developing countries
achieving empowerment. We can not exclude the poorest of the poor
from the universality of the rich.” So if literacy and basic education
are to be promoted within the rights framework, they must be con-
nected with and reflect the actual conditions of human life and
address the concrete availability of political and civil rights, which
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enable people to participate fully in economic, social and political ac-
tivities, as well as to demand action from their governments to pro-
vide education to those segments of its population that are living in
precarious circumstances and thereby recognize diversity and spe-
cific individual needs.

The discussions of the national programme also voiced deep con-
cern for preserving and developing local and national cultural identi-
ties. Literacy and basic education will remain but abstractions so long
as each individual is not treated as a valuable member of society,
which requires that his or her specific individual and cultural identi-
ties are taken into account. Shiv Vishwanath terms the sensitivity to
such culture “cognitive justice” (Vishwanath 2001: 65-66), asserting
the legitimacy and validation of many “knowledges” or “literacies”,
including tacit, embodied and alternative knowledge, indigenous
models offering alternative lists of diversity, possibilities and episte-
mologies. Similarly, Gandhi noted that any culture of the mind, which
includes education, is subservient to the culture of the heart, which
Gandhi understood as moral and ethical behaviour deeply rooted in
traditional knowledge and culture (Singh 2007a). Bearing this in
mind, reform initiatives aimed at the creation of learning and knowl-
edge societies should ensure that transformation of relationships oc-
curs on a more equal footing. Indeed, there should be a “dialogue of
knowledges” and a creation of synergies between formal and infor-
mal knowledge. How, for example, can the literacy and basic educa-
tion of adults and youth promote their latent capabilities, meaning-
making potential, creative capacities and resourcefulness? How can
this be capitalized upon and exploited for employability, citizenship
and poverty reduction, and how can these hidden potentialities be
made visible and be used to complement the formal knowledge pro-
duction systems used in schools and tertiary education?

Lack of literacy and basic education is not only a source of so-
cial backwardness but a major obstacle to economic development.
According to Amartya Sen (2004: 144):

Literacy and numeracy help the participation of the masses in the
process of economic expansion (well illustrated from Japan to
Thailand). To use the opportunities of global trade, “quality con-
trol” as well as “production to specification” can be quite crucial,

and they are hard for illiterate or innumerate labourers to achieve
and maintain.
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However, Sen stresses that the complexity of development cannot be
reduced to a mere management of economic parameters. Rather, he
points out that human development must go hand in hand with free-
dom of expression, and it is the role of education to help the indi-
vidual achieve this freedom, including the expression of his or her
own aspirations and choices. He argues that literacy and basic educa-
tion widen one’s scope of vision, and, on a more mundane level, help
to disseminate knowledge about family planning. Educated women
tend to have greater freedom to exercise their agency in family deci-
sions, including matters of fertility and childbirth (Sen 2004: 9).

Four national models of adult and youth education:
Brazil, India, Mexico and South Africa

(1) Literacy and basic education are pre-eminent social challenges in
Brazil, where people view knowledge as a factor of development and
productivity. Yet 16 million Brazilians over 15 years old are unable to
read and write, and 65 million adults and youth over 15 years old have
not completed elementary school. Of these 65 million, 33 million
have not completed Grade 4, and 14.6 million are illiterate. Given this
state of literacy, the Ministry of Education, through its Secretariat of
Continuing Education, Literacy and Diversity (MEC/SECAD),
launched the programme “Literate Brazil” (Brazil Alfabetizado) in
2003; it seeks to promote inclusion, diversity and continuity in learn-
ing. In 2003 the programme served 1.67 million adults and youth
with resources amounting to US$68.3 million and covered 3,661 out
of 5,563 Brazilian municipalities. The goal is to reach 10 million adults
and youth by 2006. The targets recognize the specific literacy situa-
tion in each municipality, which is assessed using the Index of Fragili-
ty in Adult and Youth Education (IFEJA).

Currently the government’s priority is to link literacy to basic
and continuing education. The focus is on the literacy process, articu-
lation with the labour market, links to the local and cultural context,
creation of conducive learning environments, the targeting of special
groups and municipalities with fragile populations, and training lite-
racy professionals on site. The government sees lifelong learning as
an expression of human development, democratic values and human
rights. According to Henrique and Ireland of MEC/SECAD, literacy

is a means of access to citizenship. The Making School Programme
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is aimed at those who have not had access to or had the chance to
complete primary education at the “proper” age (7-14 years old). It
seeks to redress low levels of schooling in the poorest of municipali-
ties, where most of the adults and youth who have not completed
basic education are concentrated.

According to Ricardo Henriques and Timothy Ireland in Chap-
ter 3 below, because the distribution of literacy coincides with re-
gional, social and ethnic divisions, the major challenge for “Literate
Brazil” (Brazil Alfabetizado) is not poverty but rather social inequali-
ty. The other challenge is articulating social and economic policies
with educational policies. The Ministry of Education is promoting
policies that transfer income directly to poor families. Through its
family scholarship programmes, it is encouraging children to remain
in school. MEC/SECAD is building a new institutional base for adult
education, which centres on the process of dialogue and agreement
with other ministries; on the level of the civil society, the National
Literacy Commission has been broadened to include adult and
youth education; and from the point of view of programme supply,
permanent links have been established with federal, state and muni-
cipal governments. MEC/SECAD’s newest proposal is to create a
new Fund for the Development of Basic Education (FUNDEB),
which will include adult and youth education.

(2) An important element of knowledge society policy discourse
in India is the clear recognition of the tension between the goal of a
competitive knowledge society and the goal of social inclusion (Singh
2007b). Thus, while the major focus is on access to knowledge for the
creation of added economic value, Indian government officials and
scientists are also trying to empower the masses in Indian villages.
However, many of these projects do not yield the desired outputs due
to the very low literacy rates, low knowledge absorption capacity,
and limited local participation, especially of disadvantaged groups.
Another issue is the task of preserving and promoting cultural diver-
sity, including multilingualism in a country with 30 languages and
2000 dialects.

It is against this backdrop that one must view the second nation-
al model, the National Literacy Mission of India. Established in 1988,
this programme has evolved a three pronged strategy of literacy, post-
literacy and continuing education. In a country with 304 million
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illiterates needing basic literacy,' which equals 33% of the world’s il-
literate population, the NLM has been an example of success in cove-
rage. According to Satish Loomba in Chapter 4, as of 2005 the NLM
has been able to cover 587 of the 600 districts. The programme has in-
volved 125 million learners and 12 million volunteers in continuing
education. As a result, 98.15 million adults have become literate, 61%
of whom are women. Census figures have shown a reduction in the
gender gap. In fact, the fertility decline in successful Indian states has
been linked particularly to women’s empowerment, especially their
education. Loomba points out that while there are still enormous
challenges regarding coverage, it is changes in policy planning that
have been key to the programme’s success. Greater emphasis has been
placed on devolving power to local authorities, as well as on making
literacy sustainable by viewing it as part the “learning continuum” in
which learners go beyond basic literacy. Policy planning has sought
to “expand the circle” by giving a greater role to NGOs and harness-
ing ICTs, media, banks and private enterprises to reach out to adults.

While 65.38% literacy is no doubt an improvement over the
1951 rate of 18.33%, imparting literacy to adults outside the school is
still not an easy task. On the other hand, the more recent success of
literacy measures has been due to the fact that the NLM links up
with the life-realities of the people. India’s continuing education pro-
gramme is realized in Continuing Education Centres, which are lo-
cated throughout the country as providers of lifelong learning. Al-
though policymaking concerning literacy and adult education has
not consisted of tidy steps, phases or cycles, the appeal to chronolo-
gical stages or phases of the Indian example nevertheless proves to be
a useful heuristic devise, not least for showing how aspects of policy
often relate to the wider economic climate and have been influenced
by important events and documents.

(3) In Mexico the National Institute for Adult Education
(INEA) is the chief institution within the educational sector trying
to integrate out-of-school adults and youth by developing a series of
programmes at all levels: in schools, in communities and even be-
yond Mexico’s borders, reaching out to illiterate Mexicans in the

1. The number of illiterates in the age group 7+, according to the 2001 census, is
304 million. According to desegregated data released, illiterates in the age group 15-35
numbered 100 million, and in the age group 35-50, approximately 75 million.



10 Literacy, Knowledge and Development

United States and Canada. To meet the challenge of addressing the
learning needs of around 32 million people lacking basic education,
INEA has developed the Mexican government’s flagship pro-
gramme, Educational Model for Life and Work (MEVyT). It has de-
veloped a curricula which departs radically from the traditional cur-
ricula by working with learning modules based on life and work
themes—such as “Youth and Work”, “My Business”, “Homes with-
out Violence”, and “Numbers and Counting for Trading”—delive-
red with the help of new ICTs. Also noteworthy is their Communi-
ty Halls Programme (Plazas Communitarias). According to Ramoén
de la Pefia Manrique, former president of CONEVyT and former di-
rector of INEA, 2.5 million adults and youth were served in 2004, of
whom 633,511 graduated. The INEA initiative is the most systema-
tic in monitoring learners, through its Automated Follow-up and
Accreditation System (SASA). INEA serves around 3 million people
per year with about 120,000 facilitators.

Some of the challenges facing Mexico are: expanding education
for workforce development, developing distance learning by using
ICTs, and taking into account new communication languages that
promote access to an open knowledge society and lifelong learning.
Mexico will continue to direct almost its entire education offerings
to adults and youth through INEA.

(4) The debates in South Africa relating to the literate society are
closely linked to its achievement of democracy, globalization and its
position within the global economy (Walters 2006). These highly
politicized discussions take place within South African discourse on
policy development and implementation with the aim of assuring
that the vast majority of its citizens are accorded greater equality, jus-
tice, humanity and human dignity. However, as Nelson Mandela
(2002) has pointed out, institutions as systems of elements or rules
are only expressions of democratic intent. Core social values do not
propagate on their own; it is necessary to remind adults and youth of
those values and to instil them in children (pp. ix-x). As South Africa
embraces a new future, experiences from different parts of the world
show that education, the core of which is literacy, is not merely an
exterior aid to personal development but changes the very way we
perceive, record and think, or structure our experience. Literacy in
this broader sense holds the key to what Jonathan Sachs (2002: 125)
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has called the democratization of human dignity. Seen as part of the
larger transformations taking place in South Africa, Morongwa Ra-
marumo and Vernon Jacobs give an account in Chapter 6 of the
South African National Literacy Initiative (SANLI), which was es-
tablished as a literacy campaign between 1999 and 2001 by the Min-
istry of Education. This initiative targeted one million people, or
25% of the illiterate population. In 2002-2003, SANLI entered into a
partnership with the Adult Basic Education and Training Institute of
the University of South Africa (UNISA). This enabled SANLI to in-
crease in both size and capacity; for example, 10,000 graduate ABET
educators from UNISA volunteered to set up literacy classes. Learn-
ers were assessed throughout the project to ensure that, upon exiting,
they had achieved a certain level of literacy and numeracy. SANLI
has been particularly successful in reaching people who were totally
illiterate and who had no prior or very little schooling; learners’ li-
teracy was tested prior to their enrolment in classes; the classes were
provided free of charge and where learners lived, making it possible
for all to take part. Learners’ success created a demand for learning
that went beyond the project itself, and many of them wanted to ad-
vance from the non-formal SANLI Basic Literacy Programme to the
more formal, state-run ABET programmes. However, this transition
from non-formal to formal education did not occur because the
classes were inaccessible to the learners. For example, while SANLI
provided the classes where learners resided, the ABET classes were of-
fered only at certain locations, which meant that participants in the
ABET programmes had to travel long distances, usually at high cost,
and mostly after dark because classes took place after working hours.
Another hindering factor was the formal programme’s focus on
examinations; learners were dissatisfied with the use of the formal
examinations as the main method of assessment in ABET classes.

Notwithstanding these problems of delivery, the SANLI and
ABET programmes are making knowledge accessible to all—in keep-
ing with their vision and mission—as a basis for a free and democra-
tizing society. Another key aspect of their guiding vision and mission
is viewing literacy from the perspective of lifelong learning, where li-
teracy is grasped as the groundwork for the sustained learning of new
ideas, concepts and creative skills throughout the one’s life (Odora
Hoppers 2005: 32-40).
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Regional accents

Below are some regional perspectives from country representatives
who also exchanged and disseminated information on their national
education programmes for adults and youth.

Asia

In the Asian context, which faces the huge task of ensuring that 614
million illiterate adolescents and adults and over 60 million out-of-
school children are accorded their right to education, the capacity-
building of human resources, including basic literacy, is being imple-
mented at all levels so as to create a knowledge society.

Thailand’s policy and practice concerning literacy and non-for-
mal education (NFE) accords with the development vision expressed
in its Ninth National Economic and Social Development plan from
2001. The plan contains a clear definition of a knowledge society:
“Thai society should be a knowledge-based and learning society.
Learning opportunities should be created for all Thai people, de-
signed to promote logical and critical thinking and lifelong learning,
so that people will be able to cope with changing conditions.” Thai
policy sees literacy as the foundation of civil society insofar as it is re-
garded as the means of helping the Thai people to absorb knowledge,
as well as to redefine and extract meaning from technology, including
ICTs, and to supplement appropriately local wisdom and national
traditions, culture and religion in Thailand.

To keep step with changes in the era of globalization, the first
National Education Act was passed in 1999. This act aims to provide
guidelines for education throughout the country; it is revolutionary in
its approach since it acknowledges the importance of all types of edu-
cation—formal, non-formal and informal education. Thailand has de-
veloped strategies in NFE which address the needs of a wide range of
disadvantaged groups, such as prison inmates, the disabled, the elderly,
ethnic minority groups, and even Thai people living overseas. Thai-
land makes a distinction between NFE programmes that are linked to
basic education, those that are vocational in content, and those that use
various media to enable people pursue informal education.

In Bangladesh, a country with 30 million illiterates, successful
experiences have been taking place thanks to the creative partner-
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ships between the government, international aid organizations and
local non-profit NGOs. However, the biggest challenge for Bangla-
desh is to help an estimated 40 million illiterate adults—including
neo-literates who relapse into illiteracy, a projected increase of 10 mil-
lion illiterate adolescents and youth, and another 6 million school-age
children who remain out of school and will join the pool of illiterate
adults—to achieve literacy by 2015. According to Ahmadullah Mia
and Wolfgang Vollmann in Chapter 7, Bangladesh’s current strong
emphasis on “just literacy” will not be sufficient to achieve that goal.
The Government of Bangladesh will have to do more, such as create
conducive learning environments to sustain poor people’s motiva-
tion to learn. In addition, it will have to treat NGOs not merely as
sub-contractors but as partners following mutually accepted criteria
and quality assurance norms, and it will have to develop an effective
professional support service system.

China’s priorities and actions include the integration of agricul-
ture, science and education in rural areas and the overall planning of
basic, vocational and adult education. Flexible teaching methods,
such as the Literacy TV Series programmes and the use of ICTs, are
being applied to education and teaching. However, China—the
world’s fastest expanding economy, its foreign trade having increased
by 35.4%—still has a long way to go before the nation as a whole be-
comes literate. According to the EFA Global Monitoring Report 2005
(UNESCO 2004), 11% of China’s population (or 62 million people)
is still illiterate. China regards education for adults and youth as an
important component of its education strategy to enhance its com-
petitiveness internationally and improve the quality of its labour
force.

China has introduced many social and economic changes that
have increased the power of women. For example, by raising female
literacy and expanding female participation in the labour force, Chi-
na has strengthened to women’s agency.

Challenges vary, of course, from country to country in the
Asian region. While China has been able to meet the Dakar literacy
goal (which includes achieving a 50% improvement in levels of adult
literacy by 2015, especially for women, and equitable access to basic
and continuing education for all adults), more efforts are still needed
from other countries, especially in the South Asian region. While
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local initiatives generally yield better results, since they are more at-
tentive to local cultural, social and linguistic needs, national-level re-
sponsibility is strategically more important than ever (Vollmann
2004: 66). Each central government’s moral and political responsibil-
ity to develop and implement literacy programmes, especially at the
local level, requires that the government also promote national and
sub-national debates on literacy, NFE and adult learning, as well as
on their links with other fields of education, particularly basic edu-
cation. Support from the international community is also required,
especially in connection with the launching of the UN Literacy
Decade, which is playing a considerable role in terms of both advo-
cacy and observance.

Africa

In Africa the absolute number of illiterates (aged 15 years and over)
is 182 million (UNESCO 2002), 137 million of whom live in the sub-
Saharan region. Despite increases in enrolment in formal schools, a
large number of children are still excluded from schooling, primari-
ly because over half the population lives below the poverty line. An
important trend in Africa, however, is the unprecedented growth of
NEFE. This is the result of both the insufficient number of school
places in the formal system and extreme poverty. Non-formal schools
provide flexible education for many. In the region, there is growing
recognition of the importance of supporting NFE in order to pro-
vide opportunities for lifelong learning.

Tanzania is one country that has come to see the importance of
NEE. Its Ministry of Education and Culture has established a depart-
ment to coordinate NFE and now has an NFE policy. In 1998, Tan-
zania had 2.5 million children not attending school; to correct this
situation, it developed a long-range National Strategy for Adult Edu-
cation and Non-formal Education, which has lead to the develop-
ment of the Complementary Basic Education (COBET) and the In-
tegrated Community Based Adult Education (ICBAE) programmes.
COBET lasts three years and caters to primary-school-aged children
and youth who are out of school. ICBAE has reached 466,018 learn-
ers aged 11-18 years; it provides basic education and life skills to
adults and youth.
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Namibia is attempting to raise its adult literacy rate to 90% by
2015 by means of a literacy programme that emphasizes mother
tongue education and functional literacy. The literacy programme
also seeks to link up with the adult upper-primary education curricu-
lum. Connected to that programme, the Adult Skills Development
for Self-Employment (ASDSE) programme seeks, with international
support, to help the unemployed and underemployed by providing
credit and managerial training. Community learning and develop-
ment centres have been established in all thirteen regions of Namibia
in order, among other things, to keep people from relapsing into
illiteracy. Another innovative programme is the Family Literacy
Programme, which at the moment is limited to one school and one
community per region. It aims to help parents and care providers to
support their children during the first five years of primary school.

Similarly, in Angola efforts are being made to enable people to
access literacy programmes by offering them 3-6 months courses.
The main targets include special groups, such as war veterans, former
military staff and soldiers. This initiative was started only about three
years ago; external support remains essential to its success, especial-
ly during this crucial phase of strengthening local infrastructure and
competencies.

In Mozambique, literacy, adult education and NFE took centre
stage in 1975, when it gained independence. At that time, the coun-
try had the world’s highest illiteracy rate, about 93%, and had no ex-
perience in adult education. In 1976 the National Directorate of Lite-
racy and Adult Education was created. Yet despite massive literacy
campaigns, adult education gradually declined from 450,000 to about
46,225 enrolments per year. This drop was caused by the civil war,
but also by the irrelevance of the curriculum, formal teaching
methods, strict calendars and timetables, and the exclusive use of
the Portuguese language.

Although Africa provides an prime example of the growth of
NFE, much more still needs to be done. It is necessary to open more
learning spaces and to coordinate non-formal learning institutions
across the various ministries. Currently there is no data bank of all
existing NFE in order to facilitate planning and policy implementa-
tion. Coordination of NFE initiatives would be more feasible if the
parliament were to establish a national commission for NFE under
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the Ministry of Education, which could lead the way on planning
and monitoring the quality of NFE programmes. Likewise, a na-
tional qualifications framework should be set up to enable NFE
learners to re-enter the formal school system (Mwiria 2005: 2)

Latin America

With its history of limited access to education, Latin America must
respond to the almost 200 million Latin Americans over the age of 15
who have not completed basic education, and among whom approx-
imately 14% cannot read or write (Pieck 2005: 25). The exchange of
information on useful, low-cost adult learning programmes aimed at
poverty reduction is a necessary precondition for creating sustainable
development. Mexico has shared information on its successful pro-
grammes with Bolivia and Nicaragua. And Brazil has made efforts to
replicate the Brazilian experience in Portuguese-speaking African
countries. Guatemala and Nicaragua discussed and learned about al-
ternative ways of reaching out to specific target groups, such as in-
digenous women in rural communities, “maquila” employees, sex
workers and the HIV-positive population, by running programmes
in prisons, churches, squares and markets.

In Guatemala the gains in literacy need to be seen in the con-
text of the peace accord of 29 December 1996 between the Govern-
ment of Guatemala and the URNG (Unién Revolucionaria Nacional
Guatemalteca). It was a significant step towards the recognition of
the contribution of education to promoting the right values within
a multilingual and multicultural society. However, it is estimated
that every year 83,000 new illiterates are produced. Of that number,
50,421 register for primary school but discontinue schooling after
the first year. The remaining 32,414 never enter the school system.
In Chapter 11, Ida Moran de Garcia and Otto Rivera highlight the
importance of complementary policies that take into account both
adult and youth learning, and basic education. Given that 52% of
the population is 18 years old or younger, there is continuing high
demand on the formal system to create places for potential new stu-
dents. The Directorate of Extra-Mural Education has developed
strategies to widen access for those out-of-school children and youth
who want to continue or re-enter the formal education system. Lite-
racy training is provided through the National Literacy Council
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(CONALFA), which operates under the leadership and coordina-
tion of the Ministry of Education. Together with the Directorate
for Extra-Mural Education, CONALFA develops specific education
programmes aimed at allowing 9-14-year-olds that enrol in
CONALFA literacy training to receive primary schooling in non-
conventional programmes.

In Chapter 10, Nydia Verdnica Gurdian and Elizabeth Navarro
show that, like Guatemala, Nicaragua is a country with a young
population, high levels of poverty and low productivity. Since the
early 1990s, the percentage of the population aged 15-30 with less
than five years of schooling has decreased from 49% to 37%. The
adult basic education (ABE) programme, which operates under the
aegis of the Youth and Adult Continuing Education Office (DECJA)
of the Ministry of Education, Culture and Sports (MECD), offers
versatile, flexible, alternative education services for persons over 15
years who, for a variety of reasons, either never entered school or
dropped out early. One of these is the Nicaraguan Literacy and Adult
Basic Education Programme (PAEBANIC).

New trends in adult learning in Latin America show a growing
interest in ensuring that education programmes provide students
with the tools for improving their skills and knowledge for the
world of work. This is necessary in order to overcome the growing
polarization between so-called “knowledge workers” and “unskilled
workers”, which has resulted in alienation, social exclusion, unem-
ployment and low productivity among youth, women and adults.
There are also tendencies to conceptualize societies as being both
“information societies” as well as “learning societies”. (While the use
of the term “information societies” usually emphasizes the prolifera-
tion of ICTs, information processing, symbol communication and
internet access, the term “learning society” entails a focus on the
creation of a society where ‘all agencies within society shall become
providers of education and all citizens should be engaged in learning’
[Faure et al. 1972: 5].) The learning society relies heavily on local
communities possessing strong solidarity, and on communities
which are cooperative as well as linguistically and culturally inclu-
sive (Ferrada 2006).
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The Arab States

In the Arab States, literacy has been one of the most pressing issues
on the adult education agenda. Literacy training is increasingly re-
garded as involving more than teaching people to read and write so
as to be better able to exercise their rights and to contribute to hu-
man and social development. Literacy programmes have also come to
include life-skills training and vocational education, small industry
management, health and nutrition, childcare, agriculture, micro-
credit and money management, civic education, environment and
democracy. Such training and education is helping people to find new
work opportunities. Two significant developments in the region have
been the formation in 1999 of the Arab Literacy and Adult Educa-
tion Network, which comprises 80 Arab organizations, and the in-
volvement of civil society in the field of literacy. While the NGOs
and CBOs (community-based organizations) are the main providers
of literacy and adult education programmes in the Arab States, they
have yet to receive due recognition. Nor are their non-formal pro-
grammes always accredited. This not only affects motivation but also
prevents them from a secure route for post-learners to go back to for-
mal school or find job opportunities. Among the recommendations
made in the Arab report, two are that adult education concentrate on
literacy in the aforementioned broader sense and that EFA national
plans to be incorporated into wider development frameworks.

Many Arab states are devising new literacy strategies to promote
the concept of a new, integrated Arab human being. Emphasis is be-
ing placed not only on women’s education but also on recognition of
NFE programmes. However, according to Nour Dajani Shehabi,
Seham Najem and Aisha Barki Bourgherbi in Chapter 16, many of
these new literacy strategies are top-down and do not involve NGOs
and CSOs in decision-making processes.

The Arab Human Development Report 2002 (Fergany 2002) has
concluded that in the Arab region little progress has been made on
security and poverty, which has had a negative impact on adult edu-
cation. In the region, 70 million of a population of 280 million are
illiterate. In addition, about 10 million children aged 6-15 are out of
school and will probably join the pool of adult illiterates unless lite-
racy is tackled now.
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Cross-cutting themes

This section is devoted to the themes of: 1) recognition, validation
and accreditation of adult and youth education; 2) curriculum devel-
opment policies; and 3) planning, implementation, evaluation and
financing for the education of adults and youth. The workshop ses-
sions treating these themes were moderated and facilitated by Franz
Gerzte, Maria Luisa Jauregui and Wolfgang Vollmann, respectively.

1) Valuing and capitalizing on all forms knowledge: Recognition, vali-
dation and assessment of non-formal and informal learning and expe-
rience

Lifelong learning has become the key organizing principle for edu-
cation and training systems, and for the building of the “knowledge
society” of the twenty-first century. While there are concerns that
lifelong learning is driven by demands from the market, “lifelong
learning” is in fact a much broader concept of education that aims
at bridging and establishing linkages between a number of learning
areas, including formal, non-formal and informal, and recognizing
learning outcomes from different settings and contexts. Rosa-Maria
Torres (2002) introduces the term “Adult Basic Learning and Educa-
tion” (ABLE) in contrast to “Adult Basic Education” (ABE) to stress
learning that takes place in the family, in the community, at work,
with friends, and through mass media, as well as learning by ob-
serving and doing and by participating.

The aim of quality education for adults and youth is that
learning, skills and competencies acquired outside formal education
and training become visible and accorded value. This has led a num-
ber of countries to develop and establish ways to recognize learning
that has taken place outside the formal education structure. Some
countries are implementing or experimenting with the identifica-
tion, assessment and recognition of non-formal and prior learning.
National qualifications frameworks have been developed for de-
signing and issuing qualifications and certificates. Ministries recog-
nize this as a vehicle for the transformation and empowerment of
individuals. Since this area is new and not all countries are at the
same level in the development of their systems, sharing the diffe-
rent meanings and perceptions was indeed beneficial.
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Systems of recognition of prior learning and experience are
based on educational concepts that emphasize competencies and
learning outputs rather than conventional syllabi and teaching theo-
ries. Whereas the latter raise the question of what material students
should deal with, the learning-outcome approach asks which pro-
blem-solving strategies, action-oriented concepts, and abilities they
should possess. It is more relevant to ask what adults should be learn-
ing rather than what they should be taught. A further advantage of
the learning-outcome approach is that material to be learned can be
chosen with relative freedom. And learning takes place according to
the learners’ prior knowledge, their motivation, and their local and
individual daily experiences—all of which helps to stimulate the
learners’ interest in the new subject matter to be learned. “Learning
outcomes” cannot be reduced to cognitive competencies; they con-
tain cognitive, emotional, motivational and social components, as
well as behavioural issues, general attitudes and elements of self-cons-
clousness. Because competencies are focused on goals, intentions and
tasks, they must manifest themselves in individuals’ actions. Compe-
tencies therefore can be formulated in educational standards as “out-
comes” and their acquisition can be evaluated (Weinert 2001). This
understanding of the notions of competencies and learning outcomes
is fundamental, then, to Education for All (EFA). They emphasize
the individual’s “agency” as a participant in economic, social and po-
litical activity, and accord with Sen’s (2004) view that literacy and ba-
sic lifelong learning for all promotes freedom, enabling people to
help themselves and to influence the world. Freedom is the basis for
someone who acts and brings about change, and whose achievements
can be judged in terms of his or her own values and objectives,
whether or not we also assess them in terms of some external criteria.

Mexico has committed to recognizing the outcomes of Adult
Basic Education and Training. The trend is towards a more forma-
lized system of assessment and certification of informal and non-
formal learning, where criteria have been adopted to ensure their
equivalence with formal systems of learning. Outcomes of informal
and non-formal learning can thus be equated with learning out-
comes in the formal sub-system. This approach blurs the traditional
division between the various forms of learning while simultane-
ously correcting the frequent connotations of second-class status
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that are associated with mainly informal and non-formal learning.
Other mechanisms in place for the recognition of informal and non-
formal learning are the centralized tests used throughout Mexico.
About 600,000 tests in 45 different fields of study are processed
annually. These tests are diagnostic and evaluate the candidate’s
grasp of what he or she is expected to know. Successful completion
of a test allows for the continuation of studies at the next higher
level. Yet another mechanism is accreditation, which enables the
validation of learning programmes and the providers.

All ABET programmes in South Africa are integrated into both
the National Qualifications Framework and a lifelong learning para-
digm, which allows for certification of equivalence, vertical and hori-
zontal access, and accreditation through various quality assurance
mechanisms. Integral to this process is also an outcomes-based educa-
tion that prescribes unit standards with outcomes by which learners
measure their performance and thereby demonstrate their compe-
tence. While in theory ABET providers have the freedom to design
their own learning programmes, and educators and teachers may use
their own expertise in designing assessment methods, in practice this
approach leaves many educators floundering when trying to cope
with both the design of a learning programme and having to develop
their own learner support materials. Problems are experienced at the
“chalk face”, especially when teachers find themselves unable to cope
with the outcomes-based approach, which requires them to interpret
and use the unit standards as a guide in developing a working cur-
riculum.

In Brazil there is close collaboration between the “Literate Brazil”
and the “Making Schooling” (Fazendo Escola) programmes, which aim
at citizens who have not had access to or the chance to complete pri-
mary education at the “proper” school age. In Guatemala, the litera-
cy programmes which CONALFA coordinates, have “accelerated
education” curricula, which allow students to take the first six years
of primary education in only four years. The first stage is equivalent
to the first grade of primary school; the second stage, to second and
third grades; the third stage, to fourth and fifth grades; and the fourth
stage is equivalent to sixth grade. Study certificates and sixth-grade
diplomas certified by CONALFA are shaped by qualifications frame-

works and established under acts of relevant ministries.
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In Angola the first level of certification follows an assessment of
competency in reading, writing and arithmetic. One of the purpos-
es of certification is to allow and facilitate continuation of learning
at the next higher level. Thus certification at the first level is seen not
as a certificated outcome per se but as a window of opportunity
leading into the world of literacy. Validation of NFE takes on added
importance because schools do not reach everyone.

The ongoing processes of globalization and economies as a result
of liberalization policies and technological innovation are likely to
have a serious impact on developing countries. It is often argued that
low- and semi-skilled cheap labour cannot be a sustainable basis for
competitiveness or for promoting knowledge economies and soci-
eties. This may be true from a long-term perspective. However, it is
important to recognize that this very cheap labour, workers who are
perceived as being illiterate and incapable of fending for themselves,
is in fact the backbone of the economy and is feeding the expanding
capitalist economy with their productive skills. Many adults with
limited literacy and low levels of education are engaged in productive
and community activities. Not only should the very notion of who
are the so-called “illiterate” and those who are “literate” be reassessed,
but the experiential learning of adults should be recognized and serve
as a support in programmes for upgrading basic knowledge. In a per-
fect knowledge society, all forms of knowledge would be recognized
and valued, and would benefit society. Countries need to recognize,
value and capitalize on individuals’ and communities’ existing po-
tentialities in order to identify forms of knowledge and skills that
will work for the poor and promote equality and employability.
Such recognition of skills and competencies, regardless of where they
have been learned (formally, informally, at work, at home or in the
community) is likely to improve lifelong learning for all. Growth has
to be supported by ideas that combine an agenda for democratizing the
promotion of the development of competencies and skills for the en-
tire population, and that target adults and the so-called “cheap labour”
by deepening their knowledge and skills needed to ensure cutting
edge competence and renewal. Hence, avenues need to be created for
knowledge development, supplemented by enabling policy frame-
works, which give people opportunities to use the power of their
local knowledge in conjunction with acquired knowledge and new
skills to propel development.
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2) Centrality of cultural and linguistic diversity
in curriculum development policies

The views expressed in the workshop suggested that in order to have
quality education, it is most important to enable individuals to reach
an effective level of communication; that would allow them to parti-
cipate actively as citizens in their own development. Another im-
portant aspect mentioned was restoring the dignity and quality of the
teacher. The relevance of the curriculum in relation to each country’s
situation was also emphasized: To what extent does curriculum build
up the dignity of the people and build on the best elements of their
culture?

The language in which literacy takes place has been at the heart
of the debate on quality education. Learning does not occur if litera-
cy is conducted in a language that has no meaning for the learner.
Cognitive development is possible only when literacy is contextuali-
zed in the learner’s mother tongue. A better exchange of experience
and research on bilingual literacy is needed. Judging from the country
models presented in this volume, there appears to be a conscious poli-
cy on the language of teaching-learning in adult literacy programmes.
In India, the mother tongue is used in adult literacy programmes
right from the beginning. In Total Literacy Campaign programmes,
primers are used in six to seven languages, in keeping with the demo-
graphic composition and language preferences of the learners. Mexico
is in the forefront of designing educational programmes for indige-
nous populations that incorporate bilingual strategies, such as simul-
taneous bilingual learning in indigenous mother tongues and Spanish,
as well as bilingual learning of Spanish as a Second Language. These
courses are available either as printed modules or on the internet.

Adult education is different from formal education in schools. It
is therefore necessary to employ a broader approach to literacy, one
that not only is based on a written system of literacy but also takes
into account more complex communication and expressive require-
ments which help people to understand and transform the world in
which they live. The potential of other media, such as radio, newspa-
pers, theatre, video and IT, need to be capitalized on for the benefit of
the enormous illiterate populations which are still marginalized,
especially in rural areas. The language and content of media can be
tailored to local needs and made more relevant to local practices,
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traditions and culture, and used successfully in development pro-
grammes.

While a certain amount of centralization is initially important to
ensure quality when establishing curricular policies, guidelines and
quality criteria, decentralization is equally important: the main chal-
lenge is to build on the local knowledge of the people, as a concomi-
tant of global knowledge and information. Materials should be devel-
oped in view of the local context, and special attention must be paid
to vocational education in the material design for individuals who
have recently acquired literacy. The latter is particularly importan
because this is a fundamental step in strengthening the learner’s
knowledge and making it relevant and sustainable. Adults and youth
who have benefited from literacy programmes should also be encou-
raged to participate in the design and elaboration of these curricula
and materials. Literacy, post-literacy, continuing education, voca-
tional-technical education and life skills, must be harmonized and co-
ordinated. More discussion is needed concerning common themes in
adult and youth education, such as citizenship, health, human rights,
gender, communications and access to a learning society.

Moreover, there must be a political willingness to invest in the
training and formation of continuing education workers, who need
to be committed, motivated and properly prepared for their job;
likewise, continual support must be provided once the job has com-
menced. Training should not be oriented to pedagogical methodo-
logies alone, but should also consider the integration into its pro-
grammes of such aspects as personal development and self-esteem.

3) Knowledge-based planning, implementation, evaluation
and financing of education of adults and youth

Planning, implementation, evaluation and financing are central to
the issue of quality education for adults and youth. Given their inter-
relation, it is necessary to adopt a holistic approach. However, it is
first necessary to differentiate planning and implementation from
“thinking” so as not to obscure the relationship between knowledge,
attitudes and intentions on the one hand, and people’s actions on
the other. Being able to plan means being able to assess a chain of
events on the basis of the necessary resources and their availability, and
from the perspective of sustainability, it means being able to build up
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networks of cooperation. Awareness of the quickly changing and
non-definitive nature of the knowledge used in planning is an impor-
tant factor in the development of planning competence; such aware-
ness makes it possible to change or adjust plans more easily in view
of new knowledge or altered conditions. Planning competence also
requires a grasp of the relationship between the problematic situation
and the approach to a solution, bringing to the fore a chain of cause
and effect, as well as unintended consequences. Here too precise map-
ping and a good system of data collection and analysis are necessary.
The very nature of adult education means that knowledge-based
planning has to be carried out especially at lower levels, where the
real action takes place. Civil society, in the form of NGOs and com-
munities, plays a decisive role in enabling democratic planning,
which reflects the needs of adult learners. The grassroots approach in
planning is conducive to integrating specific learning issues, such as
health, legal and environmental issues, which are not necessarily seen
as important by those at the top level of the learning pyramid.

Implementation competencies include the active interest and
commitment of all stakeholders, as well as the ability to engage in im-
plementation-oriented planning. The key here is to be able to imagine
goals that one would like to achieve directly. One of the main obsta-
cles to the implementation of adult literacy programmes, especially
post-literacy programmes, is that NGOs and government workers
often operate in non-literate environments. Hence, the implementa-
tion of such programmes has to go hand in hand with efforts to cre-
ate a literate environment in which those programmes will operate.
Local or bottom-up considerations, rather than a top-down approach,
should be central to planning implementation in such cases.

The implementation of adult learning programmes at the local
level is a dialectical process, whereby local input to planning has to
reach the top of the pyramid, feed into a longer policymaking process,
and then, ideally, find its way back down to the grassroots. In addi-
tion to local planning and implementation, sustainability of results
is also of central importance; it is promoted not only by a support-
ive literate environment but also by the staff and leadership needed
to keep learners on track and fully motivated. Here it is necessary to
highlight the decisive role that mid-level NFE management plays,

namely those who operate just above local facilitators, who plan,
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monitor and evaluate sometimes dozens of teachers but who are of-
ten ill-equipped to understand the needs and constraints of adult
learning and teaching. These mid-level managers could greatly bene-
fit from targeted and well-conceived training, an effort which in turn
could enhance the quality of implementation at the local level.

The issue of evaluation, though crucial for good future plan-
ning, has received less attention. While monitoring appears to have
entered adult learning programmes, evaluation is still lacking. The
reasons for this are multiple, including a lack of qualified evaluators
at the local level, a lack of funding for evaluation and the absence of
an appropriate framework for evaluation. From start to finish in the
implementation process, evaluation should be conducted; it should
not be restricted to learning outcomes but should be used as a basic
planning instrument to improve the performance of adult learning
programmes.

The financing of adult learning programmes is the backbone of
any policy. Three factors need to be highlighted here. One key fac-
tor in mobilizing funds is the harnessing of local funds for adult
learning programmes. This helps to assure the sustainability of the
project. However, it should be borne in mind that only when local
communities perceive adult learning programmes to be relevant and
to impact positively on their lives do they show a readiness to con-
tribute funds. A second factor is the linking of bottom-up data col-
lection and subsequent planning with financing. This has the advan-
tage of aligning financial allotments to the real needs at the local lev-
el. A fine-tuned financial mechanism—at all levels (both at nation-
wide or sub-national levels) and reflecting especially the needs of
learners —is essential. A third factor is the private sector’s capacity
to assist in financing adult learning programme. However, it is gov-
ernments alone that must see it as their political responsibility to co-
ordinate adult learning programmes and make sure that all players
and stakeholders, including the private sector, contribute their share
to the achievement of sustainable adult literacy levels.

South-South cooperation: A dialogical process

The ‘South-South Policy Dialogue’, where countries shared their
experiences and discussed new ideas, proved to be a powerful instru-
ment for mobilizing institutions, expertise and capabilities. The pol-
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icy dialogue was fundamental in the decision to include the question
of quality education for adults and youth on the agenda of nations.
The dialogue articulated a series of international initiatives and dec-
larations and promoted synergy instead of the usual dispersion of
efforts. It also added knowledge to the many experiments that diffe-
rent actors in Latin America, Africa, Asia and the Arab States are
conducting.

The dialogue participants’ expression of their renewed commit-
ment to adult and youth education did not concern only offering li-
teracy training or short-term schooling but also determination and
assertion of the real meaning of adult education. The general consen-
sus was that governments must commit to democratizing education
systems and creating instruments that guarantee continuing educa-
tion for all as a fundamental human right. Likewise, all agreed that
literacy must be seen as a continuum, leading to continuing educa-
tion and vocational skills acquisition, but especially to the improve-
ment of learners’ quality of life and opportunities to work.

Dialogue is integral to the mission of UNESCO, which aims to
broaden and extend the right to education to the right to “quality
education” for adults and youth, and to offer opportunities for first-
hand experience in different regions.

The South-South dialogue offered a unique setting in which
education planners found fertile ground for exchanges between poli-
cy leadership from different countries and regions. It was a mutual
endeavour where imparting and taking on board good practices led
to common understanding, leading to convergence in outlook. All
this was conducive to creating dynamic, effective new partnerships.
The South-South dialogue was relevant for promoting the idea of
social diversity. It helped in avoiding discursive tendencies that look
at developing countries as helpless, imprisoned and dependent socie-
ties. Rather, it ensured the opposite: respect for cultural, spiritual
and social diversity.

The question that needs continued reflection is: why are practi-
cal measures, such as UNESCO’s EFA goal, so difficult to achieve?
One possible answer is that EFA is less about the systems planning,
or even “fixing” the system, than about how education serves hu-
manity in a much deeper way. Thus to answer the question “what
kind of world are today’s young people [and adults] going to inhabit;
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and what skills and qualities will they need to thrive therein?” (Wells
and Claxton 2002: 2) it will be necessary to reassess what we under-
stand by knowledge and human potentialities rather than to seek
answers in the structural redesign of educational systems alone (John-
son 2006).
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Adult Learning:
Situation, Trends and Prospects

Chris Chinien

lobalization has created a new world order for doing business.

New information and communication technologies (ICTs) have
dramatically changed the way we live, learn, work and even think
about work. The synergy of combining globalization with new tech-
nology has had dramatic economic and social impacts. It has created
new opportunities as well as new challenges and uncertainties. Many
workers have been dislocated, while a significant number of young
people are structurally unemployed or underemployed. Skills polari-
zation between so-called mind or knowledge workers and unskilled,
low-knowledge workers has widened the gap in income. Youth,
women and older workers are the groups most often affected.

In the “former new economies”, competitive advantages have
included access to raw materials, natural resources and fertile lands.
In an era in which knowledge is the important intangible asset, a na-
tional competitive advantage will increasingly be derived from an
educated and empowered workforce able to adapt quickly to the
dynamic requirements of a changing workplace (Ives 1992). Tech-
nology is said to be the driver of this new economy and human capi-
tal is its fuel (Moe and Boldget 2000). In the new economy, human
capital is defined as workers’ knowledge that results in effective and
efficient performance. The concept of “mind workers” or “knowl-
edge workers” has emerged from this transformation of work, and it
appears to be the fastest growing type of worker. Knowledge is not
only beneficial to the worker’s well-being but is also viewed as a major
competitive advantage for a country and a key element for ensuring
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the country’s national prosperity and social development. The per-
ception of the role of human intervention in the economic transac-
tions has also changed. Keursten and Kessels (2002: 1) have noted
that the ‘focus is shifting from appreciation of physical labour and
the ability to coordinate and regulate to the ability to contribute to
knowledge generation and application’.

Situation

There seems to be no consensus regarding the impact of technologi-
cal change on the workplace and its effects on jobs and skills. Some
believe that technology is de-skilling jobs, while others argue that
technology is up-skilling them. Proponents of up-skilling would ar-
gue that, in this emerging knowledge-intensive economy, the prole-
tariat is being replaced by a cognetariat, where work is increasingly
shifting away from manual tasks towards symbolic processing (Toff-
ler and Toffler 1995). The country studies cited by the International
Labour Organization (ILO 2001: 9) indicate that the introduction of
ICTs can contribute both to up-skilling and de-skilling of workers:
‘On the one hand, ICTs can downgrade skills and competence to sin-
gle-task machine-tending and, on the other; it can upgrade skills and
competence to multi-task work relying on greater creativity.’

For some people, work over the past decade has become techno-
logically complex, demanding sophisticated work skills. Others, due
to unemployment, have been denied the satisfaction and the sense of
achievement that comes from working. The labour market has be-
come sharply polarized by a simultaneous increase in jobs requiring
post-secondary education and casual jobs for unskilled workers.
This polarization of the labour force has contributed to widening in-
equalities in income and disparities in employment prospects be-
tween skilled and less skilled workers (Camdessus 1997).

As Tuijnman (1997: 4) has noted, ‘Alienation, social exclusion,
unemployment and slow productivity growth are among the conse-
quences of the limited capacity of some countries to adapt and fully
exploit the opportunities offered in the global knowledge econo-
my.” Hobart (1997: 7) also has stressed that ‘unemployment is one of
the most pressing problems facing the world today . . . every govern-
ment around the world has to grapple with this issue’. This economic
dislocation is having devastating effects on young people who enter
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the labour market without any marketable skills. They are being
disproportionately affected by high unemployment, underemploy-
ment and credential inflation.

The ILO (2001) has estimated that there were 160 million unem-
ployed workers at the end of 2000, most of whom were first-time job
seekers, with as many as 50 million coming from industrialized coun-
tries. Moreover, many people are currently forced to accept low-skill,
low-paid, part-time and non-permanent jobs. The ILO also reported
that about 500 million workers, mostly from developing countries,
do not earn enough to keep their families above the poverty line.
Not even developed countries have been spared. As Maxwell (2000:
1) has noted, ‘Despite all the talk about the explosion of knowledge-
based economic activity and its contribution, two million adult
Canadians work for less than $10 an hour—about one in six em-
ployed people.” Surprisingly, many of these people are well educated:
one-third has a post-secondary diploma or degree.

Effects of globalization and ICTs on skills

Contrary to popular belief, the decline of industrial jobs in advanced
economies is only partly related to globalization; technological
change has had more profound impact on the labour market: ‘to-
day’s workplaces are often in multiple locations characterized by cul-
tural diversity’ (Lynch 2002: 7). Furthermore, in many organizations,
relationships between competitors, suppliers and customers ‘are com-
plex and boundaries have blurred between organizations and their
environments’ (Hiniker and Putnam 2002: 8). Technological ad-
vances have helped to de-massify production, reduce economies of
scale and boost industrial productivity and thereby de-industrialising
economies and causing a movement of labour from industry to the
service sector.

In their attempts to become and remain more competitive in
this new world order brought about by globalization and technolog-
ical developments, many countries of the North have adopted differ-
ent approaches to human resource management and organizational
practices, such as hiring and layoffs, altering work hours, using part-
time and contract workers, subcontracting and outsourcing work,
reducing hierarchical structures, adopting more fluid job designs, as
well as implementing multi-tasking, multi-skilling, self-managed
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teams and multi-functional teams (Betcherman and Chaykowski
1996).

Several countries have responded to these challenges by imple-
menting major strategic alignment initiatives to transform their eco-
nomy as well as their education and training systems. For example, in
March 2000, the Lisbon European Council set the major strategic goal
to make Europe ‘the most competitive and dynamic knowledge-based
economy in the world, capable of sustainable economic growth with
more and better jobs and greater social cohesion’ (Lisbon European
Council 2000). This radical transformation is based on the EU’s recog-
nition that human resources are its main asset and that investment in
people is as important as investment in capital and equipment to
achieve growth and productivity. It is estimated that a one-year in-
crease in the population’s average educational attainment can yield a
5% increase in short-term growth and an additional increase of 2.5%
in the long term. Furthermore, research has had some positive educa-
tional impact on employment, health, social inclusion and active citi-
zenship (Council of the European Union 2004).

The more developed countries were able to make major cut-
backs in health care, education and other social services and to real-
locate the necessary resources to restructure national economies and
meet these challenges. The least developed countries, which were al-
ready plagued by poverty, did not have that fiscal flexibility to cope
with these challenges in the same way. Moreover, they did not have
the necessary infrastructure or human capital to allow them to make
swift changes to reap the benefits of globalization and technological
development. Consequently, they were drawn deeper into poverty
while having to bear the heavy burden of foreign debt. Poverty is
undoubtedly the most crippling problem for the developing world
(NetAid 2005).

Poverty

Although the right to education, work, health and well-being is en-
trenched in the UN’s Universal Declaration of Human Rights of
1948, millions of people today are still living in abject poverty,
which prevents them from exercising these fundamental rights. In
its statement on poverty, the UN Committee on Economic, Social
and Cultural Rights defined poverty as ‘a human condition charac-
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terized by the sustained or chronic deprivation of the resources, ca-
pabilities, choices, security and power necessary for the enjoyment
of an adequate standard of living and other civil, cultural, econo-
mic, political and social rights’ (CESCR 2001). Poor people live in
crippling conditions without adequate food, clean water, sanitation,
health care and education.

According to the World Bank Global Poverty Monitoring
(2003), the distribution of poor people in various regions of the world
is as follows: Sub-Saharan Africa, 46%; South Asia, 40%; Latin Amer-
ica, 15.6%; East Asia and China, 15.3%; Eastern Europe and Central
Asia, 5.1%. Additional statistics are useful to understand the crip-
pling effects of poverty on people from the developing world: 1.2 bil-
lion people live on less than US$1 per day (UK Secretary of State for
International Development 2000); over half the world’s population—
3 billion people—Tlives on less than US$2 per day; every evening, 800
million people go to bed hungry (MPH 2005); 70% of the world’s
poor are women; every day, poverty kills 50,000 people worldwide,
including 30,000 children; every year, 6 million children die from
malnutrition before their fifth birthday; over 11 million children die
each year from preventable causes (NetAid 2005).

Poverty reduction through education

The general consensus among our world leaders is that the more de-
veloped countries need to assist the developing countries in their ef-
forts to eradicate poverty. There are two compelling reasons support-
ing the urgency to sustain foreign aids to developing countries. The
first 1s essentially based on the spirit of generosity and humanitari-
anism: Assisting developing countries to move out of the vicious cir-
cle of poverty is also seen as a smart thing to do in the wake of the
11 September 2001: ‘if we ignore the problems and struggles of peo-
ple who live halfway across the globe, we do so at our own peril.
Those who feel locked out of our global village can make the world
a dangerous place’ (Morrison 2003).

UNESCO has undertaken several international initiatives to
raise awareness of the effects of poverty on human conditions and
dignity. The Fifth International Conference on Adult Education, or
CONFINTEA V (UNESCO 1997), was particularly significant in
that it took place within the context of an intensifying process of
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globalization. The conference participants proposed a vision of
adult learning which is firmly rooted in a framework of human de-
velopment and social justice (Singh and McKay 2004).

The UN Millennium Development Goals (MDGs) have now
given world leaders a common framework in which they can con-
tribute to the fight against poverty, illiteracy, mortality, discrimina-
tion against women and environmental degradation. One of the key
priorities of the MDGs is to reduce by half the proportion of peo-
ple living in extreme poverty by 2015 (Preece and Singh 2003). This
can be achieved by means of a four-pronged approach (MPH 2005):

1. Meet the UN foreign aid contribution target of 0.7% of
Gross National Income.

2. Bind foreign aids to poverty reduction initiatives.

3. Implement trade rules that are facilitating to poverty reduc-
tion.

4. Support the immediate and unconditional elimination of
100% of multilateral and bilateral debts of the poorest na-
tions.

The Dakar Framework for Action (UNESCO 2000) identifies
education as an important instrument for combating poverty. Edu-
cation, starting with care and education of young children and con-
tinuing through lifelong learning, is central to individual empower-
ment, the elimination of poverty at the household and community
levels, and broader social and economic development. At the same
time, the reduction of poverty facilitates progress towards achieving
basic education goals. There are evident synergies between strategies
for promoting education and those for reducing poverty.

The UNESCO Education for All (EFA) movement also pro-
motes education for poverty reduction. On the occasion of the
launch of the United Nations Literacy Decade, Secretary-General
Kofi Annan (2003) said: ‘literacy is the key to unlocking the cage of
human misery; the key to delivering the potential of every human
being; the key to opening up a future of freedom and hope.’

Evidence supporting education for poverty reduction

Given that so much hope, energy and resources are being invested in
the education of children and adults, some scholars have started to
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look for evidence-based information in support of education for de-
velopment and poverty reduction. Despite the scarcity and limita-
tion of solid evidence from published studies, John Oxenham (2003)
has been able to draw several conclusions, which are presented in

Table 1 below.

Table 1. Contributions of Adult Basic Education and Training
(ABET) to the eight Millennium Development Goals (MDGs)

ABET can indeed help with poverty reduction - MDG 1.

Women participation in ABET impacts positively on children’s school enrolments,
perseverance and completion - MDG 2.

Women have a higher participation rate in ABET programmes and seem to make
important gains in confidence - MDG 3.

The limited evidence available suggests that ABET has a positive outcome on mor-
tality and well-being - MDGs 4 and 5.

While research indicates a strong relationship between participation in literacy pro-
grammes and knowledge of infection prevention, there is little evidence to demon-
strate whether this knowledge leads to positive changes in behaviour - MDG 6.

Source: Oxenham 2003.

Despite these seemingly positive outcomes of ABET, Oxenham
(ibid.) cautions against raising expectations of miraculous, rapid trans-
formations because:

a) of the uncertainty between the cause-and-effect relationship
between information, attitudes and behaviour;

b) only a minority of ABET participants tend to demonstrate
measurable change in attitudes and behaviour within a few
years; and

¢) following basic laws of learning, much of what is learned
through ABET will be wasted without proper support to use
and sustain the knowledge and skills acquired.
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Taking stock of accomplishments

Various mechanisms have been put in place to monitor the progress
of UNESCO’s EFA and the MDGs. The Human Development Re-
port 2001 (UNDP 2001) provides a summary of the achievements to-
wards the Human Development Goals (see Table 2). While it is en-
couraging to observe that some significant progress has been made,
the results suggest that it is important to redeploy more efforts to
meet many challenges that are still ahead. The international donor
community of the North must remember that 6,500 Africans die
every day of HIV/AIDS, while another 6,500 die of malaria and
mosquito bites every day.

Trends

As part of its efforts to conduct the CONFINTEA V Mid-Térm Re-
view 2003, the UNESCO Institute for Lifelong Learning (UIL) asked
the national commissions to submit a report taking stock of signifi-
cant trends and development in adult education since 1997. Although
only 25% of the national commissions submitted their reports, it was
still possible tentatively to identify some very informative trends
(UIE 2003b), which include the following.

First, for developing countries, priorities are focused on basic
EFA, including literacy development for youth and adults, the em-
powerment of women, and education for sustainable development.
By contrast, the priorities in more developed countries are on skills
development to meet changing labour market conditions, lifelong
learning, the use of ICTs to support learning, and education focused
on disadvantaged target groups.

Second, there is general interest in more developed countries to
use lifelong learning as an overarching framework for adult educa-
tion. A few developing countries are also moving in that direction.
There is growing interest in developing partnerships between all key
stakeholders, including governments, the private sector, NGOs and
CSOs, in framing adult education and training initiatives. There is
also growing interest in prior learning assessment and recognition.
And there is increased participation of women in adult education.

Third, the decentralization of decision making to increase the
degree of relevance of adult education to local needs is not function-
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Table 2. A balance sheet of human development - goals, achievements
and unfinished path. UNDP, Human Development Report 2001.

GOALS

ACHIEVEMENTS

UNFINISHED PATH

Halve the proportion of
people living in extreme
poverty.

Between 1990 and 1998
the proportion of peo-
ple living on less than
$1 (1993 PPP US$) a
day in developing coun-
tries was reduced from
29% to 24%.

Even if the proportion
is halved by 2015, there
will still be 900 million
people living in extreme
poverty in the develop-
ing world.

Halve the proportion of
people suffering from
hunger.

The number of under-
nourished people in the
developing world fell by
40 million between
1990-92 and 1996-98.

The developing world
still has 826 million un-
dernourished people.

Enrol all children in pri-
mary school. Achieve
universal completion of
primary schooling.

By 1997, more than 70
countries had primary
net enrolment ratios
over 80%. In 29 of the
46 countries with data,
80% of children en-

In the next 15 years,
provision must be made
for the 113 million chil-
dren now out of pri-
mary school and the
millions more who will

rates by two-thirds.

rolled reach Grade 5. enter the school-age
population.
Reduce infant mortality | In 1990-1999, infant Sub-Saharan Africa has

mortality was reduced by
more than 10%, from 64
per 1,000 live births to
56.

Reduce under-five mor-

tality rates by two-
thirds.

Under-five mortality
was reduced from 93 per
1,000 live births to 80 in
1990-99.

an infant mortality rate
of more than 100 and an
under-five mortality rate
of more than 170. It has
been making slower
progress than other re-
gions.

Halt and begin to re-
verse the spread of

HIV/AIDS.

In a few countries, such
as Uganda and possibly
Zambia, HIV/AIDS
prevalence is showing
signs of decline.

Around 36 million peo-
ple are living with

HIV/AIDS.

Source: UIE 2003a: 4; UNDP 2001.
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ing well in developing countries, due to the lack of human and fi-
nancial resources at the local level to support the initiatives. There is
an increased interest in the use of ICTs to expand access, reduce cost
and improve the quality of adult education. Developing countries
are lagging behind in integrating ICT-mediated learning, mostly due
to the lack of financial resources and qualified staff.

Fourth, adult education is research-poor. Hence there is very lim-
ited evidence-based information for policy formulation and decision
making; many countries are using the framework of EFA and MDGs
as pillars of action for the development of adult education.

Fifth, there seems to be very limited attempt to initiate interna-
tional co-operation in adult education, including South-South coo-
peration.

On the other hand, based on an extensive review of internation-
al literature on research in adult education in the South, Torres (2004)
identified a trend for associating adult education in the South with re-
medial education for the poor. She argued that even the ambitious
goal of eradicating illiteracy has been downsized to reducing literacy
primarily among youth and women. She concluded that the educa-
tion and learning needs of adults have been ignored by major inter-
national policy framework documents, including UNESCO’s Edu-
cation for All, the UN Millennium Development Goals, and the
World Bank’s Fast Track Initiative. Although the North has fully
embraced the critical importance of adult education for skills deve-
lopment, international cooperation agencies still give priority to chil-
dren’s primary education for the South.

Perspectives

This brief review of the field of adult education has focused on the
past and present, successes and failures, and the identification of
challenges and opportunities. In this section, these insights gained
from the foregoing will be used to contemplate some perspectives
on the future landscape of adult education in the South. It is hoped
that these will fuel debate and discussions that will enable coun-
tries of the South, international agencies and donor countries with
critical background to refocus their reach in adult education.
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Insufficient progress

Estimates point to the inability of many developing countries to
meet the minimum targets of EFA and MDGs. The corrective action
must be reframed in strategic alignment with three key elements: the
purpose, the result to be achieved, and the massive actions necessary
to achieve the results. The purpose of EFA and MDGs did not take
sufficient account of adult education. Critics have argued that adult
education has been sidelined and ignored by those international ini-
tiatives and that the expected results were minimal. There is some evi-
dence that too often the expected outcome of adult education was
limited to basic literacy development, and Torres concludes that the
educational needs of adults in the South are being ignored at the ex-
pense of primary education. There is a lack of massive action geared
to the education and training needs of adults. There is definitely a
need for a more comprehensive strategy adult learning.

Quality of education

While there is an official discourse about the need for lifelong learn-
ing, accessibility still remains a major issue. John Daniel (2002: 1),
the former Assistant Director-General for Education, UNESCO,
recently noted:

The problem in education today is that hundreds of millions of

the world citizens do not receive it. Many more do not get

enough of it. Over 100 million children never see the inside of

a school. As many more do not stay in school long enough to

gain useful skills. 800 million adults have their lives blighted by

illiteracy.
Daniel views the effectiveness of education within a framework en-
capsulating three key elements: access, costs and quality. He defined
quality as: ‘fitness for purpose at minimum cost to society’ (2002: 2).
This framework is extremely useful in any consideration of accessi-
bility. When the basic challenge of education is expressed in terms of
this triangle of forces, one uncomfortable fact is clear: traditional
methods of teaching and learning cannot produce the changes re-
quired. Daniel (ibid.) put it this way:

Try putting more students in each class. Access may go up,

cost may go down, but everyone will accuse you of lowering
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quality. Traditional ways of improving quality tend to reduce
access and raise costs. There is clearly a problem. Throughout
history, education has made an insidious link between quality
and exclusivity. You can only have high quality if you exclude
many people from access to it.

Yet evidence shows, he noted further, that technology can increase
access, improve quality and lower cost all at the same time.

Relevant in this connection is research conducted by Curtin
(2002: 6), who identified three models currently in use in Australia to
achieve cost-effective outcomes in online delivery: reduce costs while
maintaining current levels of effectiveness and volume; improve
learning effectiveness while maintaining current cost and volume;
and increase volumes while maintaining current levels of cost and ef-
fectiveness.

In commenting on the use of ICTs to increase access to educa-
tion, Haddad and Draxler (2002: 8) noted:

It is going to be very difficult—if not impossible—for countries to
meet the objective of effective learning, for all, anywhere, any-
time. Our inability to meet this challenge, however, is self-inflict-
ed because we tend to think of linear scaling, that is, using the
same model of education (a school constrained by space and
time) but more of it and on a larger scale. What we really need is
to think differently and radically. The education model developed
for the Industrial Age cannot achieve educational empowerment
effectively in the Information Age. With ICT tools, we should be
able to evolve the components of the conventional model into
the corresponding components of the new model.

Given the scope and scale of the effort necessary to meet the edu-
cation and training needs of adults in the South, the full potential of
ICTs must be exploited in order to meet this challenge.

Bridging the cognitive divide

Learning to know is becoming a major priority in the attempt to
achieve the goal of EFA. To prevent exclusion, Technical and Voca-
tional Education and Training (TVET) must be not only physically
accessible to all but also cognitively within the reach of all. Research
indicates that many students lack the essential cognitive literacy skills
to succeed in a learning environment. For instance, Oxenham (2003:
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7) has noted that better understanding of information processing
may help to improve learning effectiveness.

To learn successfully a student must possess a repertoire of intel-
lectual skills that meet the cognitive demand of the learning task
(Letteri 1985). The skills that predict success and contribute most to
effective learning include (Chinien et al. 1997):

* Analysis: the ability to break down complex tasks into compo-
nent parts.

* Focus: the ability to deploy attention on relevant information
with intensity.

* Reflectivity: the ability to reflect on problems and consider
alternative solutions.

* Narrowness: the ability to accurately and consistently catego-
rize new information.

» Complexity: the ability to organize information in a usable
and functional framework.

* Sharpness: the ability to make accurate distinction between
categories to avoid confusion or overlapping.

* Tolerance: the ability to cope with ambiguous information

and ill-defined problems.

These seven cognitive skills provide teachers with a very powerful
framework for infusing learning how to acquire skills in their teach-
ing and learning activities. This is consistent with Delors’s second
pillar of learning—learning to know—which he described as a type of
learning that is ‘concerned less with the acquisition of structured
knowledge than with the mastery of learning tools . . . such study en-
courages greater intellectual curiosity, sharpens the critical faculties
and enables people to develop their own independent judgments’
(Delors 1996: 1). The UNEVOC-Canada Centre has accordingly de-
veloped the project LEARN (Learning Enhancement for Adults’
Retraining Needs), which is a prototypical instructional CD-ROM
designed to improve the information processing skills of adult
learners (Chinien et al. 2001).

Learning to live together

Progress towards meeting the EFA goals and the MDGs in post-con-
flict countries has been hampered by insecurity, poverty, deteriorat-
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ing economic conditions, economic sanctions and the destruction of
educational infrastructures. Learning to live together, Delors’s fourth
pillar of learning, has today become one of the greatest challenges fac-
ing humankind. During the 20th century, 60 million people were
killed in wars, and most of them were non-combatant women and
children. Of those killed, 80% were civilians, mostly women and
children. In the last decade, 1.5 million children were killed in wars,
4 million disabled and 10 million traumatized.

Peace education helps people to acquire the knowledge, attitudes
and skills necessary to work and live together in peace and harmony.
UNESCO has the mandate to use education as leverage for promot-
ing a culture of peace among nations. Given the current unrest in the
world, the critical skills to promote a culture of non-violence—skills
that include tolerance, the prevention of violent behaviour and the
peaceful resolution of conflict—must be embedded in education and
training programmes for adults and youth (INEE 2002).

Lifelong learning

Workers of the future may expect to work on short-term assign-
ments, on a contract basis, or within several project teams. They may
have to work for more than one employer at any given time or even
in new careers several times. Additionally, it is estimated that 50% of
technical workers” skills will become obsolete within three to seven
years. Lifelong learning is the only way to prevent obsolescence and
remain competitive in a job market where work is becoming increas-
ingly knowledge-intensive. One of the challenges regarding lifelong
learning is to provide recurrent opportunities for access to education
and training throughout the life of a person in the form of: lifelong
learning, self-paced learning, on-site education, just-in-time education
(any place and at any pace), innovation and learning to learn.

ICTmediated learning

Once the cohort of learners who have benefited from the EFA move-
ment completes its basic education, ICTs will be expected increasing-
ly to provide innovative approaches to deliver more responsive, cost-
effective and timely education and training programmes to all. ICTs
can contribute to poverty reduction and social inclusion, while also



Adult Learning: Situation, Trends and Prospects 45

allowing for a pedagogical approach which is constructivist, collabo-
rative, interactive and self-directed. ICTs also provide the flexibility to
accommodate learners’ unique cognitive and learning styles. However,
the adoption of ICTs requires a carefully balanced decision-making
process, which takes account of known advantages and challenges in
conjunction with a particular country’s strategic, pedagogical, orga-
nizational and technical ICTs readiness. The advantages of ICTs in-
clude: open and distance learning, just-in-time/anytime-and-anywhere
learning, cost effectiveness and learning effectiveness. However,
before adopting ICT-mediated learning, careful consideration
should be given to several major challenges, including the fact that
a lack of access to ICTs creates or reinforces the digital divide be-
tween the “haves” and “have-nots” (not only between countries
but also within countries), the majority of Web sites on the Inter-
net are still in English, and the cost of maintaining ICT-mediated
learning will continue to rise.

Other critical conditions also must prevail before ICT-mediated
learning can be successfully implemented in TVET, chief among
which are: strategic readiness, which includes the vision, mission,
values, objectives, strategies, timeframe and the evaluation scheme of
the ICTs initiative; pedagogical readiness, which focuses on the fit be-
tween ICT-mediated learning and the teaching and learning practices
in current use; organizational readiness, which focuses on teachers’
empowerment for integrating ICTmediated learning in TVET; and
technical readiness, which addresses issues related to infrastructure re-
quirements for ICTmediated learning.

ICTs should therefore be part of a comprehensive national devel-
opment strategy. However, to make ICT more sustainable both with-
in and between countries, consortiums should be established to re-
duce costs by pooling resources. ICT-mediated learning holds great
promise for narrowing the disparity between the North and the
South and for achieving the goal of EFA. More developed countries
have a key role to play in assisting developing countries to integrate
the use of ICT in education and training through bilateral or interna-
tional agreements focused on infrastructure development and capaci-

ty building.
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Health literacy

A healthy lifestyle is critical for achieving the goals of sustainable de-
velopment. In some countries, the HIV/AIDS pandemic is having
devastating effects on already scarce human resources, which consti-
tutes a critical pillar of economic development. It is important to
prevent this pandemic from blocking the achievement of the MDGs
and EFA. Education must raise awareness about the importance of
responsible behaviours regarding HIV/AIDS. While education and
literacy are important determinants of health, health literacy as a
discrete form of literacy is becoming increasingly important for so-
cial and economic development (Kickbusch 2001). Health literacy is
defined as ‘the cognitive and social skills which determine the moti-
vation and ability of individuals to gain access to, understand and use
information in ways which promote and maintain good health’
(WHO, cited by Nutbeam 1998).

Integrating vocational education and adult education

Countries of the North have grasped the importance of the human
capital for economic development and social cohesion and inclu-
sion. The “haves” are still taking massive action to ensure that a
skilled workforce will drive innovations and maintain competitive-
ness in world trade. These same countries have a double standard for
countries of the South, which is visible in the formers’ advocacy of
literacy development at the expense of skills development. The
World Bank used to grant up to 40% of its education loans for the
development of TVET in developing countries. Today, however, ed-
ucation loans for TVET accounts for only 8-9% of loans.

China and India are becoming the powerhouses and their
skilled labour force is attracting many blue-collar jobs from the
United States and Europe. Mohan Perera, the Head of UNESCO’s
Section for TVET (Ochtet 2005: 5) argues that by ‘substantially in-
vesting in TVET, these countries laid a major plank in their eco-
nomic foundations.” The World Bank’s move to fund primary edu-
cation at the expense of TVET has been detrimental to the econom-
ic development of many developing countries. The ILO’s education
and training expert, Trevor Riordan, recently said that ‘internation-
al strategies intended to reduce poverty completely ignored the need
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to develop skills . . . we are now seeing a skill-divide emerging . . .
with the least developed countries falling further and further be-
hind, particularly in sub-Saharan Africa and South Asia’ (ibid.). In
commenting on this issue, Wataru Iwamoto, Director of UN-
ESCO’s Division of Secondary Technical and Vocational Education,
noted: ‘this is a time-bomb waiting to happen as hundreds more kids
finish primary school and look for secondary education or work
opportunities which do not always exist’ (ibid.). Only 16% of
African students are enrolled in TVET as compared to 50% in Eu-
rope. Participants in the UNESCO International Experts Meeting
on ‘Learning for Work, Citizenship and Sustainability’, held in
Bonn on 24-28 October 2004, concluded that if education is the key
to poverty reduction, then TVET is the master key to the improve-
ment of human conditions.

Entrepreneurship

Another issue that requires attention is entrepreneurship. In some
countries, the economy will be unable to generate enough jobs for all
young people who are eligible to enter the workforce. Almost every
government around the world has to grapple with unemployment
and underemployment. The education of entrepreneurs is therefore
becoming equally vital in TVET; estimates indicate that 50% of the
graduates from the current education and training programmes will
not be able to secure employment. Self-employment appears to be
the only hope of economic independence for many young people.
The Canadian Chamber of Commerce (1988: 5) stated that ‘when
considering their careers, young people may no longer think about
who they want to work for, but rather how to go about working for
themselves’. There is a lot of optimism that self-employment could
be part of the solution (Canadian Youth Foundation 1995). Entrepre-
neurship is therefore becoming a centrepiece of the TVET system.
As aresult, TVET teachers are now expected to be able to equip stu-
dents with the necessary skills for self-employment.

Sustainable development skills for adult workers

Education for sustainable development is the next major issue facing
the education of adult and youth. It is important to remember that
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the human economy already consumes around 50% of the planet’s
natural production every year. If this trend is maintained, we will
soon need many more planets to support our needs. Therefore, de-
velopment must become more sustainable to guarantee our quality
of life and that of future generations.

Moving towards the goal of sustainable development requires
fundamental changes in human attitudes and behaviour. These
changes can be achieved only through education and training. Adult
education will have to reorient itself to satisfy the four basic ax-
iomatic assumptions of sustainable development: social progress for
all, effective protection of the environment, prudent use of natural
resources, and maintenance of a well-educated workforce.

The UNESCO-UNEVOC International Centre for Technical
and Vocational Education (TVET) hosted the Seoul + 5 Conference,
‘Learning for Work, Citizenship and Sustainability’, in October 2004.
The meeting was focused on orienting TVET for sustainable develop-
ment in the context of the UN Decade of Education for Sustainable
Development, 2005-2015. A recent study conducted by the National
Centre for Workforce Development has identified the essential sus-
tainable development skills required by the workforce to contribute to
sustainable development. The skills profile generated by this study
consists of six unifying skill clusters (Chinien et al. 2003):

1. Ethics and values: Attitudes needed to behave and act ethical-

ly.

2. Integrated decision making: Knowledge and skills needed to

process information effectively and efficiently.

3. Responsible use of resources: Knowledge and skills needed to

use resources responsibly.

4. Valuing diversity: Knowledge and skills needed to con-

tribute and support diversity.

5. Safety and well-being: Knowledge and skills needed to main-

tain workplace health and safety.

6. Continual improvement: Knowledge and skills needed to im-

prove quality of life.

These six skill clusters are valid for all workers, regardless of job func-
tion, sector of activity, and level of education and training. The skills
must be instilled in the education and training of adults and youth.
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Prior Learning Assessment and Recognition (PLAR)

Although adults spend a considerable amount of time on employ-
ment-related training, educational institutions fail to recognize the
knowledge and skills acquired outside formal institutions. This is
another unsustainable practice at a time when we are experiencing
critical skill shortages and educational resources are scarce. Many
nations, including Australia, Canada, France, New Zealand, the
UK and the US, have embraced the Prior Learning Assessment
and Recognition (PLAR) concept. While PLAR has many bene-
fits, there are also some major issues and concerns associated with
its implementation (Singh 2005: 21-22), some of which are:

1. The danger of transferring highly developed structures of
recognition, validation and certification of prior learning
and experience to developing countries.

2. Who should set the standards for assessment?

3. The lack of communication and mutual recognition among
the different validation systems.

4. The need to maintain a balance between broadening compe-
tencies and keeping them relevant to the local context.

5. The existence of social bias against learning experience out-
side school in both developing and highly developed coun-
tries.

6. The need to identify, utilize and recognize traditional
knowledge and wisdom as an integral part of the lifelong
learning process.

7. The need to adopt a more holistic approach to validate
competencies so that their identification is not driven by
the labour market.

8. The need to maintain a balance between school-focused and
life-focused programming so that non-formal learning can
maintain its traditionally democratic and radical function.

9. The identification of national frameworks of qualification
and the need to keep the stakeholders informed about these
frameworks.

10. The identification of individual and systemic barriers to the
recognition of non-formal and informal learning.
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Convergence of TVET - HRD and adult education

The last issue for our consideration here relates to the convergence of
TVET, human resources development (HRD) and adult education.
These three areas operate as distinct fields. Each developed its own
professional associations, body of literature, research and best prac-
tices. This division is unnecessary and has hampered the effectiveness
of these fields. In the recent years, these fields have increasingly con-
verged under the umbrella of “workforce development”. The co-op-
eration of professionals from these fields would result in a conver-
gence of very powerful paradigms, principles and philosophy, as well
as the cross-fertilization of ideas and perspectives on: theories of adult
education; human capital development theory and labour econom-
ics; sociology of work, family and community; career development
theory and practice; and workforce development public policy (Gray
and Walter 2001).

Human resources development (HRD)

One could argue that education contributes to poverty reduction or
that improved economic conditions provide for increased access to
quality education. Irrespective of which standpoint is taken, adult
education must form an integral part of the national development
strategy and the human resources development strategy. Figure 1 pro-
vides the analytical framework for understanding education and
training quality in adult education. This framework includes four
critical elements:

1. The national development strategy.

2. The country-specific context and input.

3. The purpose and outcomes of education and training initia-
tives.

4. The designated target groups.

As shown in Figure 1, the analysis of each of these four elements
enables education planners to determine who will receive educa-
tion and training, for what purpose, how this training contributes
to the priorities of the national development strategy, and the ex-
tent to which it will reflect the country’s specific circumstances
and resources. These four sets of information can then be used to
formulate the adult/youth education development strategy, which
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Figure 1. Analytical framework for understanding education and

training quality in adult education
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Table 3. Alignment of adult education purpose and strategies

Purpose of adult/youth
education and training

Strategies

Workforce development

Enabling legislation
Budget allocation
Establishment of sector councils

Providing labour market information

Developing occupational standards
National qualification framework
Developing training standards
Establishing PLAR

Training provision

Testing and certification

Scoping to establish occupations and occupational clusters
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will include the vision, mandate, mission, goals, objectives, pro-
gramme design, development and evaluation, as well as the finan-
cial, organizational, pedagogical and infrastructure readiness. Table
3 illustrates how this framework can be used to develop adult edu-
cation strategies to achieve specific training outcomes.

Some countries, according to Human Resources and Skills De-
velopment Canada (Betcherman and Chaykowski 1996), are establish-
ing sector councils to identify and address current and anticipated
human resource, skills and learning challenges and to implement
long-term, human resources planning and development strategies for
their respective sectors. These sector councils are organizations with-
in a defined area of economic activity that are led by a partnership of
representatives from business, labour, education, other professional
groups and government. The objectives of sector councils are to:

* define and anticipate skills requirements;

* promote lifelong learning in the workplace;

* facilitate mobility and labour market transitions;

* help workers to get the skills and knowledge needed to drive
innovation and to sustain a competitive advantage in the
changing economy; and

* encourage the private sector to take ownership and invest in
solutions that address skills challenges.

Many developed countries, including Australia, Canada, Den-
mark, Germany, Japan, the Netherlands, the UK and the US, are
heavily engaged in the development of occupational standards. A few
among the middle-income developing countries, such as Chile,
Malaysia, Romania, Philippines and Turkey, are also developing their
own standards. These occupational standards are used for developing
national qualification frameworks, training standards, benchmarks
for establishing prior learning assessment and recognition of skills ac-
quired on a non-formal and informal basis, and for training provision
and certification. This type of systematic approach to workforce de-
velopment is necessary in a world economy characterized by trading

blocks, such as NAFTA, the EU and ASEAN.

Lifelong learning

Too much energy is perhaps being invested in contemplating lifelong
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learning for adults in the most deprived countries of the South. Re-
search conducted by the OECD (2003: 8) in the Nordic countries has
clearly shown that participation in ‘adult learning is highly unequal
among specific population subgroups’. The participation rate in
learning is higher among those with higher educational attainment
and employed in high-skilled occupations. This group also has more
access to learning opportunities, and benefits more from participa-
tion in lifelong learning. Developing countries must take these issues
and concerns into consideration before committing scarce resources
in the pursuit of goals that may not yield any benefit to the people
targeted by EFA and MDGs.

Research

Adult education in countries of the South appears to be scarce and
to lack theoretical underpinning and rigour. More robust research
must be undertaken in adult education to provide evidence-based in-
formation to guide decision making and practice.

Conclusion

I would like to end with a quote from John Oxenham (2003), a long-
time consultant for the World Bank on education for poverty reduc-
tion. He suggests that adult education programmes must be ‘viewed
as a kind of yeast, which can help gradually increasing numbers of
people move out of poverty’. If adult education is the yeast for the
elimination of poverty, let us use the wisdom of all the dedicated
people gathered here at this workshop to identify the other critical
ingredients and all the supporting conditions necessary to activate
that yeast. Let us also determine how to turn the heat on to allow
that yeast to rise to full expectations, so that in the near future mem-
bers of a family in some part of world will not have to sit around a
piece of bread and take turns eating. Let us put our souls to this task
so that our deliberation and conclusions will contribute to a world
free of death due to poverty, starvation, disease and conflict.



54 Literacy, Knowledge and Development

References

Annan, Kofi. 2003. Remarks Delivered by Secretary-General Kofi Annan at a
Ceremony Held on Thursday Evening, 13 February, at the New York Public
Library, to Mark the Launch of the United Nations Literacy Decade
(2003-2012). Http://www.drh-movement.org/Articel.asp?NewsID = 100, ac-
cessed 6 June 2005.

Betcherman, Gordon, and Chaykowski, Richard. 1996. The Changing Work-
place. Challenges for Public Policy. R-96-13E. Ottawa: Applied Research Branch,
Strategic Policy, Human Resources and Skills Development Canada (HRSDC).

Canadian Chamber of Commerce. 1988. Focus 2000. Executive Summaries of
the Four Task Force Reports. Ottawa: Canadian Chamber of Commerce.

Canadian Youth Foundation. 1995. Youth Unemployment. Canada’s Rite of Pas-
sage. Ottawa: Canadian Youth Foundation.

Camdessus, Michel. 1997. Making Globalization Work for Workers. Address to
the 24th Congress of the World Confederation of Labour, Bangkok, Thailand,
2 December. Washington, DC: International Monetary Fund. Http://
www.imf.org/external/np/speeches/1997/120297 .htm, accessed 6 June 2005.

Chinien, Chris, Boutin, France, McDonald, Christina and Searcy, Cory. 2003.
Skills to Last. Broadly Sustainable Development Skills for the Canadian Workforce.
A Technical Research Report for Human Resources Development Canada, Hu-
man Resources Partnership. National Centre for Workforce Development
(UNEVOC-Canada). Winnipeg: UNEVOC-Canada, University of Manitoba,
Canada. Http://www.unevoc.unesco.org/sustainable/docweb/SkillsToLast.
pdf, accessed 6 June 2005.

Chinien, Chris, Boutin, France and Letteri, Charles. 1997. Empowering At-
Risk Students to Stay in School Using a Cognitive-Based Instructional System.
Journal of Industrial Teacher Education 34(4): 42-63. Http://scholar.lib.vt.edu/
ejournals/JITE/v34n4/html/chinien.html, accessed 6 June 2005.

Chinien, Chris A., Paul, Barbara and Bannatyne, Ross. 2001. Empowering
Adults to Learn: A Self-directed Approach. Winnepeg: UNEVOC-Canada,
University of Manitoba, Canada. Http://www.umanitoba.ca/unevoc/con-
ference/main.html, accessed 6 June 2005.

Committee on Economic, Social and Cultural Rights (CESCR). 2001. Poverty
and the International Covenant on Economic, Social and Cultural Rights.
E/C.12/2001/10. Geneva: UNCHR. Http://www.unhchr.ch/tbs/doc.nsf/
385c2add16324a8¢1256529004dc311/518e88bfb89822c9c1256a4e004df048°Op
enDocument&Highlight=0,poverty, accessed 6 June 2005.

Council of the European Union. 2004. Education and Training 2010. The Success
of the Lisbon Strategy Hinges on Urgent Reforms. Document 6905/04 - EDUC


Http://www.drh-movement.org/Articel.asp?NewsID=100
Http://www.imf.org/external/np/speeches/1997/120297.htm
Http://www.imf.org/external/np/speeches/1997/120297.htm
Http://www.unevoc.unesco.org/sustainable/docweb/SkillsToLast
Http://scholar.lib.vt.edu
Http://www.umanitoba.ca/unevoc/con-ference/main.html
Http://www.umanitoba.ca/unevoc/con-ference/main.html
Http://www.umanitoba.ca/unevoc/con-ference/main.html
Http://www.unhchr.ch/tbs/doc.nsf

Adult Learning: Situation, Trends and Prospects 55

43. Brussels: EC. Http://ec.europa.eu/education/policies/2010/doc/jir_coun-
cil_final.pdf, accessed 6 June 2005.

Curtin, Richard. 2002. Online Delivery in Vocational Education and Training
Sector. Improving Cost Effectiveness. Australian National Training Authority.
National Centre for Vocational Education Research, Australia.

Daniel, John. 2002. Technology and Education. Adventures in the Eternal Tri-
angle. Keynote address presented at the LEARNTEC conference, Karlsruhe,
Germany, 6 February. Paris: UNESCO Education Sector. Http://www.un-
esco.org/education/html/speeches/technology.shtml, accessed 6 June 2005.

Delors, Jacques. 1996. Learning. The Treasure Within. UNESCO Task Force on
Education for the Twenty-first Century. Paris: UNESCO. Http://www.un-
esco.org/delors, accessed 12 August 2004.

Gray, Kenneth C., and Walter, Richard A. 2001. Reforming Career and lechni-
cal Education Teacher Licensure and Preparation. A Public Policy Synthesis. Infor-
mation Paper 1001. Columbus, OH: National Dissemination Center for Ca-
reer and Technical Education, College of Education, Ohio State University.
Http://eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b
/80/0d/7e/a8.pdf, accessed 6 June 2005.

Haddad, Wadi D., and Draxler, Alexandra. 2002. The Dynamics of Technolo-
gies for Education. In: Technologies for Education Potentials, Parameters, and
Prospects, ed. by Wadi D. Haddad and Alexandra Draxler, 2-17. Paris: UN-
ESCO Education Sector.

Hiniker, LuAnn, and Putnam, A. R. 2002. Partnering to Meet the Needs of a
Changing Workplace. Paper presented at the International Conference on
Technical and Vocational Education and Training, sponsored by the Canadian
Vocational Association and UNEVOC-Canada, Winnipeg, 17-19 October.
Http://www.umanitoba.ca/unevoc/2002conference/text/papers/hiniker-put-
nam.pdf, accessed 6 June 2005.

Hobart, R. Barry. 1997. Introductory Statement. National Policy Definition in
Technical and Vocational Education: Beyond the Formal Sector. A Subregional
Seminar, Nairobi, Kenya, 15-19 September. Paris: UNESCO-UNEVOC.
Http://www.unevoc.unesco.org/events/ev9709n2.htm, accessed 6 June 2005.

Interagency Network for Education in Emergencies (INEE). 2002. Life Skills.
Peace Education. New York: INEE. Http://www.ineesite.org/edcon/
peace.asp, accessed 6 June 2005.

International Labour Organization (ILO). 2001. World Employment Report
2001. Life at Work in the Information Economy. Geneva: ILO. Http://www.
ilo.org/public/english/support/publ/wer/overview.htm, accessed 3 June 2005.

Ives, Blake. 1992. Education: A Sustainable National Competitive Advantage.
Management Information Systems Quarterly 16(3): xliii-xliv.


Http://ec.europa.eu/education/policies/2010/doc/jir_coun-cil_final.pdf
Http://ec.europa.eu/education/policies/2010/doc/jir_coun-cil_final.pdf
Http://ec.europa.eu/education/policies/2010/doc/jir_coun-cil_final.pdf
Http://www.un-esco.org/education/html/speeches/technology.shtml
Http://www.un-esco.org/education/html/speeches/technology.shtml
Http://www.un-esco.org/education/html/speeches/technology.shtml
Http://www.un-esco.org/delors
Http://www.un-esco.org/delors
Http://www.un-esco.org/delors
Http://eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b
Http://www.umanitoba.ca/unevoc/2002conference/text/papers/hiniker-put-nam.pdf
Http://www.umanitoba.ca/unevoc/2002conference/text/papers/hiniker-put-nam.pdf
Http://www.umanitoba.ca/unevoc/2002conference/text/papers/hiniker-put-nam.pdf
Http://www.unevoc.unesco.org/events/ev9709n2.htm
Http://www.ineesite.org/edcon
Http://www

56 Literacy, Knowledge and Development

Kickbusch, Tlona S. 2001. Health Literacy. Addressing the Health and Educa-
tion Divide. Health Promotion International 16(3): 289-297. Http://heapro.
oupjournals.org/cgi/content/full/16/3/289, accessed 6 June 2005.

Keursten, Paul, and Kessels, Joseph. 2002. Knowledge Productivity in Organi-
zations. Towards a Framework for Research and Practice. University of Twente,
ECLO. Utrecht: Smit &  Kessels.  Hrttp://www.kessels-
smit.nl/werkendleren/onderzoek/paper%202002%20kessels%20& %20keurste
n%20-%20knowledge%20productivity.pdf, accessed 6 June 2005.

Letteri, Charles A. (1985) Teaching Students How to Learn. Theory into Prac-
tice 14(2): 112-122

Lisbon European Council. 2000. Presidency Conclusions. 23-24 March.
Http://ue.eu.int/ueDocs/cms_Data/docs/pressData/en/ec/00100-
rl.en0.htm, accessed 5 June 2006.

Lynch, Richard L. 2002. New Directions for High School Career and Techni-
cal Education in the United States. Paper presented at the International Confer-
ence on Technical and Vocational Education and Training, sponsored by the
Canadian Vocational Association and UNEVOC-Canada, Winnipeg, 17-19
October. Http://www.umanitoba.ca/unevoc/2002conference/text/papers/
lynch.pdf, accessed 6 June 2005.

Make Poverty History (MPH). 2005. News Release: Make Poverty History
Launches Cross-Canada Celebrity Ad Campaign, April 28. Http://www.make-
povertyhistory.ca/e/celebad.html, accessed 6 June 2005.

Maxwell, Judith. 2000. Smart Social Policy - “Making Work Pay”. Ottawa:
Canadian Policy Research Networks.

Moe, Michael T. and Blodget, Henry. 2000. The Knowledge Web. 23 May. New
York: Global Securities Research & Economics Group, Global Fundamental
Equity Research Department, Merrill Lynch.

Morrison, David. 2003. A Precious Opportunity to Tackle Poverty. The Van-
couver Sun. 16 July. Http://www.netaid.org/ press/ media-coverage/2003/
page.jsp?itemID =27006248, accessed 6 June 2005.

NetAid. 2005. Global Poverty. What Is Poverty? Http://www.netaid.org/
global_poverty/global-poverty, accessed 6 June 2005.

Nutbeam, Don. 1998. Evaluating Health Promotion: Progress, Problems and
Solutions. Health Promotion International 13: 27-44.

Ochtet, Amy. 2005. Vocational Education: The Come-Back? Education Today
13: 4-7. Http://unesdoc.unesco.org/images/0013/001394/139459E.pdf, ac-
cessed 6 June 2005.

Organisation for Economic Co-operation and Development (OECD). 2003.
Beyond Rhetoric: Adult Learning Policies and Practices. Paris: OECD.


Http://heapro
Http://www.kessels-smit.nl/werkendleren/onderzoek/paper%202002%20kessels%20&%20keurste
Http://www.kessels-smit.nl/werkendleren/onderzoek/paper%202002%20kessels%20&%20keurste
Http://www.kessels-smit.nl/werkendleren/onderzoek/paper%202002%20kessels%20&%20keurste
Http://ue.eu.int/ueDocs/cms_Data/docs/pressData/en/ec/00100-r1.en0.htm
Http://ue.eu.int/ueDocs/cms_Data/docs/pressData/en/ec/00100-r1.en0.htm
Http://www.umanitoba.ca/unevoc/2002conference/text/papers
Http://www.make-povertyhistory.ca/e/celebad.html
Http://www.make-povertyhistory.ca/e/celebad.html
Http://www.make-povertyhistory.ca/e/celebad.html
Http://www.netaid.org/press/media-coverage/2003
Http://www.netaid.org
Http://unesdoc.unesco.org/images/0013/001394/139459E.pdf

Adult Learning: Situation, Trends and Prospects 57

Oxenham, John. 2003. ABET vs. Poverty: What Have We Learned? Http://
www.iiz-dvv.de/englisch/Publikationen/Ewb_ausgaben/63_2005/eng_oxen-
ham.htm, accessed 6 June 2005.

Preece, Julia, and Singh, Madhu (eds.). 2003. Adult Learning and Poverty Reduc-
tion. Report on the Workshop Held at CONFINTEA Mid-Term Review
Conference, Bangkok, Thailand, September 2003. Hamburg: UIE.

Singh, Madhu. 2005. Recognition, Validation and Certification of Informal and
Non-formal Learning: Synthesis Report. Hamburg: UNESCO Institute for Ed-
ucation.

Singh, Madhu, and McKay, Veronica (eds.). 2004. Enhancing Adult and Basic
Learning: Training Educators and Unlocking the Potential of Distance and Open
Learning. Hamburg: UIE.

Toffler, Alvin and Toffler, Heidi. 1995. Creating a New Civilization: The Poli-
tics of the Third Wave. Atlanta: Turner Publishing.

Torres, Rosa Maria. 2004. Lifelong Learning in the South: Critical Issues and Op-
portunities for Adult Education. Sida Studies No. 11. Stockholm: SIDA.
Http://www.sida.se/shared/jsp/download.jsp?f=SIDA4303en_Studies11.pdf
&a=3344, accessed 6 June 2005.

Tuijnman, Albert. 1996. Results and Highlights from an International Perspec-
tive: IALS in Relation to Economies and Labour Markets. Workshops on Lit-
eracy, Economy and Society. Presentation materials. 4 November. Calgary,
Canada: WWestnet and the National Literacy Secretariat.

UK Secretary of State for International Development. 2000. Eliminating
World Poverty. Making Globalisation Work for the Poor. White Paper on Inter-
national development. London: HMSO.

United Nations Development Programme (UNDP). 2001. Human Develop-
ment Report 2001. Making New Technologies Work for Human Development.
New York: Oxford University Press. Http://hdr.undp.org/reports/global/
2001/en/pdf/completenew.pdf, accessed 6 June 2005.

UNESCO. 2000. Dakar Framework for Action. Education for All: Meeting Our
Collective Commitments. The World Education Forum, Dakar, Senegal, 26-28
April. Paris: UNESCO. http://unesdoc.unesco.org/images/0012/001211/
121147e.pdf, accessed 6 June 2005.

. 1997. CONFINTEA, 5th International Conference on Adult Education.
14-18 July in Hamburg, Germany. Http://www.unesco.org/bpi/eng/confin-
tea, accessed 3 June 2005.

. 1990. The World Conference on Education for All. Jomtien, Thailand,
5-9 March. Http://www.unesco.org/education/efa/ed_for_all/background/

world_conference_jomtien.shtml, accessed 3 June 2005.



Http://www.iiz-dvv.de/englisch/Publikationen/Ewb_ausgaben/63_2005/eng_oxen-ham.htm
Http://www.iiz-dvv.de/englisch/Publikationen/Ewb_ausgaben/63_2005/eng_oxen-ham.htm
Http://www.iiz-dvv.de/englisch/Publikationen/Ewb_ausgaben/63_2005/eng_oxen-ham.htm
Http://www.iiz-dvv.de/englisch/Publikationen/Ewb_ausgaben/63_2005/eng_oxen-ham.htm
Http://www.sida.se/shared/jsp/download.jsp?f=SIDA4303en_Studies11.pdf
Http://hdr.undp.org/reports/global
http://unesdoc.unesco.org/images/0012/001211
Http://www.unesco.org/bpi/eng/confin-tea
Http://www.unesco.org/bpi/eng/confin-tea
Http://www.unesco.org/education/efa/ed_for_all/background

58 Literacy, Knowledge and Development

UNESCO Institute for Education (UIE). 2003a. Nurturing the Treasure. Vision
and Strategy of the UNESCO Institute for Education 2002-2007. Hamburg;: UIE.
Http://www.unesco.org/education/uie/pdf/MTS.pdf, accessed 6 June 2005.

. 2003b. CONFINTEA V Mid-Term Review 2003. Six Years after CON-
FINTEA V: Status and Future Prospects of Adult Learning. Hamburg: UIE.

World Health Organization (WHO). 1998. Resolution of the Executive Board
of the WHO on Health Promotion. Health Promotion International 13: 266.

World Bank. 2003. Global Poverty Monitoring homepage. www.worldbank.
org/research/povmonitor, accessed 6 June 2005. Now see the PovertyNet
homepage at Http://web.worldbank.org/WBSITE/EXTERNAL/TOPICS/
EXTPOVERTY/0,,contentMDK:20153855 ~ menuPK:373757 ~ pagePK:148
956 ~ piPK:216618 ~ theSitePK:336992,00.html, accessed 20 December 2006.


Http://www.unesco.org/education/uie/pdf/MTS.pdf
http://www.worldbank
Http://web.worldbank.org/WBSITE/EXTERNAL/TOPICS

Model Programmes



Brazil’s National Programme

for Adult and Youth Education

Ricardo Henrigues and Timothy Ireland

he Brazilian education system is one of the most important in-

struments for promoting development with equality in the
country. At present, it still does not provide a quality service that re-
sponds to the demands of democratization. The various levels of the
education system are marked by regional, social and ethnic inequali-
ty, which appears to perpetuate the inequality of Brazilian society by
means of education. More than 96% of our children are enrolled in
primary education, but its quality is still too low. Secondary educa-
tion is restrictive and lacks concrete results. Technical and vocational
education is still not available to the great majority of young people
who should be able to benefit from it. Higher education has in-
creased the supply of places for students without guaranteeing high-
quality education and at this level, the federal system, though quite
competent, faces huge restrictions both in funding and in terms of
autonomy.

An analysis of Brazilian education indicates the urgent need for
renewing the agenda and improving performance on the part of so-
ciety and the various levels of government in order to overcome its
obvious and widely identified limitations. It is worth recalling that
the education system is organized according to complementary levels
of responsibility. Therefore, the agenda for Brazilian education
should also be the result of a broad articulation between the three lev-
els of government (federal, state and municipal) in order to co-ordi-
nate efforts with a view to producing results as quickly as possible.
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Changing education is a task that takes generations to complete, but
the future must begin today.

Certain principles govern the policy guidelines being imple-
mented in the field of education:

* Education is a common good and a strategic factor for the na-
tion, enabling it to give value to its past, strengthen its present
and create its future.

* Education, as an individual right, is a key factor in bringing
about personal change and participation in citizenship, and
should be available to all at every stage of life.

* Education should be a decisive factor in achieving social jus-
tice, offering equality of opportunity to all citizens, by con-
tributing to reducing regional, social and ethnic-cultural in-
equalities.

* Quality is vital to guaranteeing the social and political role of
education.

Discussion of the renewal of the Brazilian educational agenda
means confronting those elements that maintain inequality in the
country. This extreme and persistent inequality stems from the
marked variations in the distribution of high-quality education
among Brazilians throughout the country’s history. Discussion of
education therefore implies discussing the fundamentals of a na-
tional project and a mode of development.

The Ministry of Education (MEC) is organising its action strat-
egy along four main axes, which, in association with other elements
of the working agenda, clarify the political and institutional priority
for creating new bases of an educational model for the country:

1. The establishment of a quality agreement for basic education
associated with a re-definition of its funding.

2. The links between educational inclusion and literacy define
a priority approach to overcoming the high level of inaction
historically towards redressing educational inequality.

3. Technical and vocational education takes on a new role in re-
sponse to the demands of the knowledge society.

4. The reform of higher education is presented as a re-ordering
of the fields of knowledge production and the definition of
the benchmarks of a process of sustainable development.
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These four axes for action are linked together and combine in a
virtuous circle of change based on the principles set out above. It is
vital that education should be understood as a system, both in the
progress of each individual at each level and in the need for connec-
tions between those levels. This system also makes clear the require-
ment for a distribution of constitutional responsibilities between
federal bodies (Genro 2004). However, it is also vital to understand
education as a continuous process that accompanies the individual
throughout his or her life. Without diminishing the importance of
the educational system and the right of access to it at any time in life,
the MEC recognizes that learning takes place in many other social
spaces and that an education policy must recognize the continuous
dimension of the learning process and its importance as a basic hu-
man need. Such a policy should offer incentives and seek to foster
innovative ways of encouraging learning while also fostering an un-
derstanding of its inseparability from democratic life in society.

Literacy and educational inclusion
Literacy data

The Brazilian Government recognizes that, although the country has
made significant progress in recent years in the field of education, es-
pecially in adult and youth education (AYE), there is still much to do,
particularly in confronting the various types of illiteracy: in educa-
tion, culture, politics and citizenship. In this connection, statistics on
educational exclusion are staggering. There are 65 million young peo-
ple and adults aged 15 years or more who have not completed primary
education. Of these 65 million, 33 million are functionally illiterate
and have not even completed Grade 4, while 14.6 million are com-
pletely illiterate (PNAD 2003). It is precisely in the cohort aged 15-24
years—an important generational group that will provide the coun-
try’s future critical mass—that 19 million young people have not fin-
ished primary education and almost 3 million are completely illiterate.
These numbers illustrate the need to rescue the idea of education for all
as a right of all those young people and adults who have been exclud-
ed from the education system. At the primary level, for every 100
pupils who enter, only 51 finish Grade 8. About 60% of children fin-
ishing Grade 4 cannot read properly. And this is the national average.



64 Literacy, Knowledge and Development

If we exclude state capitals and some of the larger municipalities from
the sample, this indicator reaches even more disturbing levels. Regard-
ing secondary education, we find 42% of those finishing secondary
schooling are at critically low levels of development in reading abil-
ity. According to the latest INAF (National Indicator of Functional
Literacy) study, only 26% of the Brazilian population aged 15-64 years
are fully literate (IPM 2005). This situation—which reflects cultural,
economic, employment and housing limitations—indicates a poten-
tial demand for AYE by 60 million Brazilians.

Illiteracy data are not homogenous, however. Differences be-
come apparent when these figures are analysed by region, ethnicity/
race and age. The highest rates of illiteracy are found in Northeast
Brazil. The average level of illiteracy in Brazil among blacks (12.9%)
is more than twice as high as among whites (5.7%). This problem is
worse in the Northeast, however, where one in five black people
cannot read or write. Illiteracy rates are also significantly higher
among older age cohorts: 32% of the total illiterate population is over
60 years of age. In terms of gender, great differences are not found:
52% of all illiterates are female.

It was in view of this state of affairs, that President Lula identi-
fied literacy as a political priority in the beginning of his term of of-
fice. Literacy is seen as the means of access both to full citizenship
and to education as a right for all at any stage in life. For those young
people and adults who have not had access to school, a brief period
of literacy teaching is unacceptable. Literacy is now directly articu-
lated with the increase in AYE.

Between 2003 and 2005, the most significant policy changes
concerned the recognition both of the right of all citizens to educa-
tion as a fundamental human right and that at certain moments spe-
cial provisions are required for those segments of the population liv-
ing in precarious social conditions. The concept of education as a
right for all and the ethical and historical considerations which un-
derpin it, demand recognition of the diversity of realities and sub-
jects. Consequently, educational policies require co-operation be-
tween society and public power to re-define the sense of partnership
that has been lost over the years: education seen as part of the
process of building a conscious and active sense of citizenship, re-
specting the plurality and the specific needs of individuals.
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To achieve this, the agenda for Brazilian education is being built
on the large-scale collaboration between the three levels of govern-
ment and society as a whole, so that joint efforts can produce results
in the shortest possible time in response to the main challenges
posed by the country’s long-standing educational deficit. This re-
sponse cannot be limited to one-off, short-term solutions, but must
be defined from the perspective of lifelong education, establishing
commitments to democratize education systems and to create in-
struments which guarantee education for all.

In organizing its action strategy, the MEC has given priority to
the articulation between educational inclusion and literacy. In addi-
tion to being a right, the connection between literacy and pro-
grammes of social inclusion is strategic and re-defines the horizons
of citizenship. Links within the federal sphere, as well as with local,
state and municipal programmes, and links between literacy and the
Income Transfer (Bolsa Familia) programme permit an important fo-
cus on those living in extreme poverty. The literacy and AYE agen-
da forms the structural base of inclusion. The articulation with vo-
cational courses expresses the role of literacy as a gateway to inclu-
sion and citizenship.

The special treatment given to AYE, with a focus on literacy
and the whole process of learning (both formal or informal), is the
expression of the government’s aim to link improved quality of ed-
ucation systems to the construction of a foundation for equity and
educational inclusion, giving priority to that diversity which charac-
terizes the Brazilian population.

In this sense, as an initial measure and for the first time in the his-
tory of its administrative structure, the MEC has created a secretariat
dedicated to this field. The Secretariat of Continuing Education, Lit-
eracy and Diversity (SECAD) translates the organizational axes into
action. In this name, “continuing education” expresses the focal point
of the agenda for youth and adults; it goes beyond the limits of for-
mal schooling and emphasizes the idea of lifelong education, above
all for the millions of Brazilians who have not yet benefited from ac-
cess to school. “Literacy” expresses the political priority placed on
citizenship, and “diversity” represents the powerful concept not only
of educational inclusion but, above all, of respect for, proper treat-
ment of and full value for the multiple aspects of diversity in Brazil.
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In order to explain the actions that are being carried out with-
in this conceptual framework and the ways in which they are being
conceived, we present below the various actions and their results,
which are now beginning to be perceived.

The Literate Brazil programme: Inclusion and continuity
Literate Brazil (Brasil Alfabetizado)

Through SECAD, the MEC has been gradually investing in pro-
grammes, projects and actions aimed at giving young and adult
Brazilians the chance to enter school and complete basic education.
As representative of the Union, the MEC is bound to carry out redis-
tributive! and collaborative action by the Law of Guidelines and
Foundations of National Education, Law No. 9,394/96 (Brasil 1996).

To this end, one of the MEC’s strategies is to provide financial
support for literacy programmes for youth and adults, in collabora-
tion with state secretariats for education, municipal councils,
NGO:s, higher education institutions and private enterprises, in all
the states of the Brazilian Federation through the Literate Brazil pro-
gramme. Launched by the Brazilian Government in 2003, the pro-
gramme’s main objective is to achieve educational inclusion by
means of effective literacy teaching (reading, writing, oral expres-
sion and mathematics) for young people and adults over 15 years of
age who have not had access to such courses. At the same time, it
aims to promote the notion of education as a right. The programme
is intended as a gateway to citizenship and to further educational op-
portunities for youth and adults, for access to education for all is
held to be a lifelong right.

Resources for developing this programme are transferred direct-
ly to institutions (in the case of public bodies) and by means of legal
agreements (in the case of NGOs, higher education institutions and
private companies) after teaching programmes have been approved
and learners, literacy teachers and co-ordinators have been registered.
The plan finances literacy courses lasting 6-8 months, providing
US$49 for the training of each teacher (US$16 for initial training and

1. Redistributive action by the Union implies financial support for educa-
tional programmes, projects and actions aimed at reducing economic, political
and social inequalities.
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US$32.50 for further training), a basic floor of US$49 per month for
all teachers, and a further US$3 per student per month. This means
that the pay of literacy teachers varies in relation to the size of the class
(classes with 20-25 students with different rules for classes whose stu-
dents have special needs and classes in prisons and in the countryside).
As a measure of comparison, the minimum wage in Brazil is US$122.

It is the responsibility of partner institutions to train teachers,
enrol learners and organize the whole teaching process, which in-
cludes: classroom space, teaching materials, supervision and monitor-
ing. Institutions are free to use the teaching method that best suits the
specific communities in which they are working, as long as they
guarantee that learners will be able to read, write, understand and in-
terpret texts and carry out basic mathematical operations by the end
of the course. As shown in Table 1 below, in 2003 1.67 million young
people and adults participated in the Literate Brazil programme. In
2004, the number rose to 1.7 million, resident in 3,661 Brazilian mu-
nicipalities, with resources totalling US$68.3 million, which repre-
sented an increase of 34% compared to the number of municipalities
covered in the previous year. The important innovation in 2004 was
precisely a change of perspective in which literacy was developed as
an integral part of continuing education. This gave rise to the policy
of preferential funding for public education authorities (states and
municipalities) which are able to offer primary education to students
completing literacy classes.

In 2005, the programme intends to cover 2.2 million youth and
adults, investing a total of US$89.5 million. The programme’s strat-
egy of universal territorial coverage has resulted in defining a specif-
ic target in 2005 for each of the 5,563 Brazilian municipalities, targets
which respect existing budgetary restrictions but recognize the par-
ticular situation of illiteracy in each municipality. Based on the In-
dex of Fragility in Adult and Youth Education (IFEJA),” these tar-
gets accounted for 70% of the programme’s funding and challenged

2. A composite index made up of:

I ANALF  Absolute rate of illiteracy: those over 15 years of age unable
to read or write a simple note;

I FUNC  Rate of functional illiteracy: those over 15 years of age with
less than four years of formal schooling;
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all states and municipalities to formulate their local literacy plans.

Table 1. Evolution of coverage of national literacy programmes

YEAR BENEFICIARIES | MUNICIPALITIES | US$ MILLION
2003 1,668,253 2,729 62.1
2004 1,717,229 3,661 68.3
2005 2,200,000%* 5,563 89.5
Total 5,585,482 - 219.9

Source: MEC/SECAD, 2005. *Target established by the Ministry

Among the principal guidelines proposed by MEC/SECAD for
carrying out the programme, we highlight the following:

a) The executive partners must take great care in evaluating the
results so that, at the end of the literacy process, learners are
able to produce, read, understand and interpret texts and
perform mathematical operations.

b) The literacy classes should have a minimum of 10 and a max-
imum of 25 students (classes in rural areas and those offered
to prison populations may have a minimum of five students),
and the classes should last 2 hours per day, making a total of
10 hours of class per week (projects with different numbers of
hours will be permitted as long as they are justified according
to the specific needs of the classes). Each course should total
at least 240 classroom hours.

¢) They should give priority to the process of training literacy
teachers and should supervise the whole of the educational

I_FUND  Percentage of those over 25 years of age with less than eight
years of formal schooling. This represents the percentage of
the population which has not concluded primary educa-
tion.

IFEJA The Index of Fragility in Adult and Youth Education is
calculated using the following formula:

I _ANALF +1 _FUNC +1 _FUND
3

IFEJA =
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process. It is suggested that the training should be held on a
regular basis and contain discussion of policy elements that
refer to social inclusion and continuing education, as well as
techniques concerning the acquisition of writing skills, in
which the theory and practice of literacy are clearly integrated.
d) The methodology and thus the materials for teaching young
people and adults to read and write should be based on learn-
ers’ interests and socio-cultural context, being directly related
to local conditions.

In addition to the methodological plurality which is permitted
to all partners throughout Brazil, the MEC has signed technical co-
operation agreements with the Cuban and Spanish governments to
promote the exchange of experiences and technology used in litera-
cy programmes for young people and adults. Such agreements pro-
vide a means of increasing the possibilities of confronting the many
faces of illiteracy in a country such as Brazil, with all its diversity.

The Making School (Fazendo Escola) programme

Given its position that literacy programmes should not be an end in
themselves, the MEC has adopted a concept of AYE that aims at the
kind of continuity that guarantees increased schooling for the Brazil-
ian population.’ In this connection, and in close collaboration with
the Literate Brazil programme, the MEC has also been developing
the Making School (Fazendo Escola) programme. Aimed at citizens
who have not had access to or the chance of completing primary ed-
ucation at the “proper” school age (7-14 years old), the objective of
this new programme is to combat illiteracy and low levels of school-
ing in those pockets of poverty in Brazil where most of the young
people and adults who have not finished primary education are con-
centrated.

The MEC offers this supplementary funding programme to state
and municipal governments, where the level of support it provides is
calculated according to the number of students enrolled in a given

3. Although the absolute majority of children aged 7-14 years (97%)
have regular access to school, less than 70% manage to finish Grade 8 of pri-

mary school, which contributes to lowering the average number of years of
schooling of the population (IPEA 2005).
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system. SECAD is responsible for formulating policies to improve
the quality of AYE, stimulating and monitoring the introduction of
AYE in state and municipal education systems, and advising local
managers on decisions on the use of resources.

Financial assistance may be used to acquire textbooks for adult
learners seeking to complete primary education (Grades 1-8), pay
teacher salaries in state and municipal education authorities, hire
temporary teachers whenever necessary to increase staff numbers,
provide in-service teacher-training, acquire ingredients for school
meals. The executive organs of this programme are the state, repre-
sented by the State Secretariat of Education, and the municipality,
represented by the local government. The state is responsible for deal-
ing with schools in the state system, and the municipality, with those
in the municipal system.

In 2003, at a cost of US$102 per student per year and with a
budget of US$157,419,100, over 1.5 million students in 2,015 munic-
ipalities benefited from this programme, which abandoned the cri-
terion of poverty and increased assistance to other municipalities
which were creating their own public systems of AYE. In 2004, Law
No. 10,880 (Brazil 2004) introduced new criteria for assistance,
which, in addition to helping those students already provided for in
2003, benefited students in state and municipal education systems
who had completed the Literate Brazil programme. Thus in 2004,
the programme covered over 1.8 million students in 2,292 municipal-
ities, representing a total investment of US$171 million.

In 2005, the strategy for increasing the chances of continuity be-
tween literacy training and AYE led to a conceptual re-definition
which made it possible to achieve the necessary compatibility be-
tween the principles of universalization and differentiation in the
tield of AYE—“universalization” in the sense that, for the first time
in the history of AYE, the MEC guaranteed financial support to all
students enrolled in the Brazilian School Census; and “differentia-
tion” in the sense that the MEC assumes responsibility for identify-
ing the different degrees of educational fragility in municipalities and
states and thus provides financial support on the basis of a differenti-
ated transfer of funds for federal entities according to the extent of ed-
ucational fragility and according to recent investment efforts in AYE.
In the service of this strategy, the IFEJA has been used to establish a
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ranking of municipalities and states. Based on this ranking, four levels
of funding were defined, the highest destined for the most fragile
group of municipalities and states in terms of a composite education-
al indicator related to the programme objective. In addition, two fac-
tors for correcting values were created: the first established a ceiling
for growth of the variation of amounts transferred, while the second
laid down a premium for municipalities and states that had invested
most in AYE in recent years (indicating an incentive for stable strate-
gles in increasing local investment in AYE).

Thus in 2005, the Making School programme increased its scope
to cover all 27 states and the 4,177 municipalities that registered en-
rolments in classroom-based AYE in the Brazilian School Census.
This meant that, with a budget of US$526 million to cover all stu-
dents enrolled in AYE at primary level, 3,342,531 youth and adults in
municipal and state education systems began receiving financial sup-
port from the Federal Government. Table 2 below illustrates these
figures.

Table 2. Coverage of adult/youth primary education programmes

YEAR BENEFICIARIES | MUNICIPALITIES | US$ MILLIONS
2003 1,548,879 2,015 157
2004 1,834,235 2,296 171
2005 3,342,531 4,178 198
Total 6,725,645 - 526

Source: MEC/SECAD 2005.

Among the main challenges that MEC/SECAD faces in the

field of literacy today are:

* programmes and projects that are condensed and fragmented,
without any reference to the real subjects of educational
processes;

* alack of articulation with education systems in terms of the
demands of continuity;

* managers, supervisors, co-ordinators and teachers whose own
training is insufficient to allow them to manage programmes
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and develop methodologies, curricula, teaching materials and
methods of evaluation;

* programmes with no supervision, monitoring or evaluation;

* high dropout rates from short literacy programmes;

* a high rate of regression® to illiteracy (above all because of the
lack of support for reading and writing in various parts of
the country); and

* older students who have more difficulty in remaining in
courses.

More serious is that literacy practices still exist which employ di-
verse forms of provision, often operate without any legal cover, and
induce participants to experience constant failures, which strengthen
the stigma deriving from a series of experiences of exclusion.

The evaluation system of the Literate Brazil programme

When we examine literacy programmes for young people and adults
in Brazil, we find there exists a lack of information concerning the re-
sults of the different types of teaching that have been used until now.
Clearly, in order to suggest more radical ways to re-design literacy
teaching methods that will significantly increase the quality of the
programmes, it is necessary to review the current results so as to
move forward by learning from past mistakes.

Due to these concerns, MEC/SECAD and the Institute of Ap-
plied Economic Research (IPEA) have been developing since 2004 an
evaluation system for the Literate Brazil programme. The compo-
nents of this system are: 1) the evaluation plan for the Literate Brazil
programme; ii) the establishment of a specialist committee and oth-
er groups to validate and oversee the planning and execution of the
evaluation programme; and iii) the definition of an institutional
framework to bring together specific competencies from different sci-
entific areas in order better to evaluate the programme.

1) The first component of the evaluation system of the Literate
Brazil programme is the evaluation plan. Its aim is to plot the quan-
tity of possibilities for analysis, which include aspects related to man-

4. The widely accepted expression is used here not so as to express agree-
ment with the commonly used meaning but to indicate that learners who
have learned to read and write have regressed.
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agement, the institutional nature of the programme, and pedagogical
and social questions, as well as the views of different participants in
this action, that is, managers, teachers and students. Thus far this ef-
fort has resulted in identifying 38 specific evaluation items in the pro-
gramme, including: evaluation of the central management of the pro-
gramme; analysis of the functions and behaviour of partners; analy-
sis of the demand for literacy training; evaluation of the impact of the
Literate Brazil programme; immediate evaluation of the impact of lit-
eracy teaching based on secondary information; and diagnostic eval-
uation of the Literate Brazil and Making School programmes. Given
the existence of many restrictions, such as time and human and fi-
nancial resources, the effort to construct an evaluation plan for the
Literate Brazil programme has demonstrated its relevance on at least
two levels. First, this plan has provided MEC/SECAD with more in-
formation—from preliminary analyses of the main problems of pro-
gramme design as well as its main obstacles—on which to base its de-
cisions about the level of priority to be accorded to the different eval-
uations. Secondly, the evaluation plan has increased opportunities to
complement different evaluations. Integrated implementation of dif-
ferent evaluations reduces costs by taking advantage of at least three
types of synergy:

1. Improving a single and integrated information system, a vital
aspect of both reducing costs and also raising the quality of
evaluations and monitoring.

2. The specialization and division of labour which not only re-
duces costs but also raises quality. In this way, specialised
teams can be used to discover primary information concern-
ing instruments for collection, sampling, fieldwork and
recording data that are inquired by all the evaluations.

3. Complementary use of evaluations, since it is frequently nec-
essary to relate results of more than one evaluation to each
other in order to make recommendations for improving the
design or working methods of the programme. In these cases,
coordination between evaluations increases the benefits of
each of them.

Moreover, it is worth pointing out that the endeavor to creating

an evaluation plan for the Literate Brazil programme contains a care-
ful review of the realizable possibilities of evaluating the programme;
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for any informative evaluation of a programme will have to include
information about the way the programme works. For example, to
discover primary information about those who benefit from Literate
Brazil, it is necessary to ascertain when the courses begin and end,
where they are held, numbers of students in each class, and other data
that permit the participants to be located for interview. In addition,
evaluations that require documentary analysis depend on the level of
prior organization of programme documentation.

2) A second important component of the system for evaluating
the Literate Brazil programme is the existence of a committee of spe-
cialists who are invited not only to evaluate the plan’s technical con-
tent but also to supervise its implementation at regular intervals.
Based on the committee’s contribution, it is hoped that the initial
technical framework of evaluation can be preserved and potentially
necessary adjustments can be validated. This committee is composed
of Brazilian researchers and specialists with extensive experience in
AYE and/or the evaluation of social programmes.

In addition, the evaluation system also seeks to identify the dif-
ferent stakeholders in the programme and its evaluation—in other
words, those parties who are interested in each of the evaluations—
and establish a dialogue with them. This is achieved internally by
identifying the co-ordinating functions within MEC/SECAD (that
is, monitoring, pedagogical supervision and programme manage-
ment) that are directly linked to each evaluation component. Exter-
nally, this procedure is carried out through meetings of bodies such
as the National Council of Secretaries of Education, the National
Union of Municipal Directors of Education, State Forums for Adult
and Youth Education and the National Association of Postgraduate
Studies and Research in Education. Those aspects of evaluation in-
volving some form of randomising will be submitted to a Commis-
sion of Research Ethics in order to ensure that no evaluation violates
any ethical principle.

3) The third and last important component of the evaluation sys-
tem of the Literate Brazil programme is the institutional framework of
the evaluation system. The nature of the evaluation of educational pro-
grammes is intrinsically multi-disciplinary because it is necessary to
have competencies in the fields of education, psychometry, econom-
ics, sociology, statistics and data collection.
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By means of a technical co-operation agreement, MEC/SECAD
invited IPEA to design the plan and co-ordinate its execution. The
other partners in this evaluation are public and private institutions, as
well as researchers from different areas of expertise, all of whom are
well respected and experienced in their particular field of evaluation.

The National School of Statistical Sciences (ENCE) is responsi-
ble for drawing up the various samples to be used in the evaluation.
The evaluation instruments have been developed by researchers with
experience in a specific topic; for example, the test of efficiency in lit-
eracy and numeracy is the responsibility of the Centre of Literacy,
Reading and Writing at the Federal University of Minas Gerais
(CEALE/UFMG), while the responsibility for the instrument to
measure the supply of course vacancies lies with the Estacio de Sa
University (UNESA) research team. Fieldwork will be carried out by
the Paulo Montenegro Institute (PMI), a non-profit foundation
linked to the IBOPE Group that has wide experience and a sound
reputation in the area of literacy and numeracy, not least due to its re-
sponsibility for the National Indicator of Functional Illiteracy

(INAF).

Mapping initiatives

One of the aspects of evaluation in the Literate Brazil programme
that is already bearing fruit is the national mapping of initiatives for
teaching literacy to young people and adults. Such mapping permits,
among other things, the evaluation of the programme’s capacity to
mobilize physical and human resources to achieve its aims. Some of
the principles behind this instrument are:

* The lack of knowledge in Brazil about: literacy initiatives for
adults and young people and their results; the many forms
these initiatives take at the local level; the social actors in-
volved; the ways in which they participate in these initiatives;
and the scope of the actions and funding actually invested in
this effort.

* The non-inclusion of such programmes among the target-ac-
tions of the Brazilian School Census, MEC and INEP, which
complicates the identification of those initiatives in each mu-
nicipality for the relevant authorities.
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* The decline in the tradition of systematic evaluation (in all its
forms) in the field of social policies. The cost of using com-
plex methodologies is the reason usually given to justify this
trend, which suggests the need for a careful diagnosis.

Within this scenario, the aim of the mapping process is to create
a continuous record of those involved in the literacy training efforts,
to understand the production network for services within this initia-
tive, and to estimate the amount of public and private resources spent
on the actions developed so far. The hope thereby is to contribute at
the three levels of government to defining policies and tailoring them
to the task of offering high-quality social education to all those who
have the right to it.

Considering the diversity of actors and functions, as well as the
scope of activity in the area of teaching literacy to adults, the map-
ping is being carried out in two stages:

Stage I: Mapping, by units of the Federation, programmes/
projects, of government (federal, state and municipal)
and non-government executing institutions, and of in-
stitutions that support or provide services to the exe-
cuting institutions, as well as of responsibilities taken
on and global resources invested.

Stage II: Mapping, by municipality, other activities developed
by each literacy teaching unit, functions carried out,
and resources invested.

Thus far MEC/SECAD has received registration details of more
than 1,000 bodies, which 2 million students in almost 3,000 Brazilian
municipalities attended in 2004. In spite of still not being complete,
the mapping instigated by the Literate Brazil programme’s evalua-
tion system already provides data concerning the offer of places by
bodies that are teaching and supporting literacy for young people
and adults in Brazil. These preliminary results will soon be published
to increase the visibility of this initiative and to improve the scope of
the mapping, since it will encourage those institutions that still have
not registered to do so and to provide managers and civil society with
information concerning the programmes in their neighbourhood.
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Diagnostic evaluation

Another stage, which was concluded in the course of evaluating the
Literate Brazil programme, is the diagnostic evaluation of the Liter-
ate Brazil and Making School programmes, which MEC/SECAD
carried out in partnership with UNESCO between October 2004
and April 2005. This evaluation was designed in conjunction with a
group of researchers specialising in AYE and linked to various insti-
tutions, especially Brazilian public universities.

A qualitative study using interviews, focus groups and local ob-
servation in six states and ten municipalities provided more informa-
tion on learners, trainers, managers and those responsible for projects
financed by Literate Brazil, which included several government and
non-government institutions.

Though this evaluation, MEC/SECAD gathered a large amount
of qualitative data on the workings of the Literate Brazil and Making
School programmes. This data is being used as reference material by
the other evaluation teams of the Literate Brazil programme.

Changes and innovations

The cumulative experience gathered over the years in AYE is consid-
erable. The breadth of experience in teaching reading and writing
and AYE; the ways in which studies and research in Brazilian univer-
sities have given focus to the area, organising specific working groups
and the presentation of theoretical production at annual research
meetings; the shared experiences in movements, such as the Forums
of Adult and Youth Education, which exert important influence on
the training of social activists and on the formulation of public poli-
cy—all this has proven to be a rich source of knowledge and ideas,
which haved helped those government officials who are capable of
listening and have the sensitivity to grasp their meaning and signifi-
cance. SECAD has worked very closely with such officials, seeking
to create a lively dialogue with all of them and endeavouring to build
effective state policy for the public area.

New Fund for Basic Education

The Brazilian Government’s new proposal, which was presented by
the MEC, is to create a new Fundo de Desenvolvimento da Educacio



78 Literacy, Knowledge and Development

Bisica (FUNDEB: Fund for the Development of Basic Education). It
is to include AYE. The proposal is being discussed at the legislative
level after a long process of negotiation and debate at various levels
of social and political representation. The most intense discussion of
the inclusion of AYE has concerned the value attributed to the cost
per pupil, which some experts, as well as some public officials and
politicians, have argued is potentially less than other levels and edu-
cational segments.

Actions, projects and programmes

In recognizing the importance of training critical and creative readers,
as well as of education as the primary means of promoting skills and
reading habits, MEC/SECAD is endeavouring to implement a Read-
ing and Book Policy to encourage reading activities among young
people and adults who have recently learned to read and write, thus
consolidating the literacy strategy developed by the Literate Brazil
programme.

The purposes of the Reading-Action (Leituragio) programme are
to encourage the creation of works written specifically for new adult
readers, to make reading material available to new readers by means
of the reading agents in the Brazilian Post Office, to train teachers as
mediators of reading material, and to strengthen and stimulate the
creation of social spaces for reading. As a result of this policy, the
MEC is financing the production, publication and distribution of an
almanac whose central theme is ‘constructing peace in diversity’, as
well as starting the process of selecting new titles to be published in
the period up to 2006. A national ‘Literature for All’ writing com-
petition is being launched in 2005 with the aim of stimulating the
production of different genres of text specifically for new young and
adult readers. Prize winners will receive a monetary prize and have
their work published and included in the Reading-Action pro-
gramme.

Also in an effort to cater to the specific needs of those in AYE,
SECAD is implementing collaborative actions and projects for rural
workers, fishing communities and those young people and adults in
conflict with the law.

According to PNAD data (2001), about 29.8% of the rural adult
population is illiterate. For this reason, in accordance with the law
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(Resolution No. 01/2002 of the CNE/CEB), and in recognition of
the right of rural people to basic education as well as of their specific
characteristics and needs—in addition to the plural dimension of such
needs (of gender, ethnicity and race, culture, age, politics and econom-
ic and territorial situation)—SECAD has planned a set of educational
activities for young people and adults living in rural areas. The activ-
ities are designed to offer them the chance to complete primary edu-
cation and to take part in initial and continuing vocational training.

MEC/SECAD and the special Secretariat for Aquaculture and
Fisheries of the Office of the President of the Republic (SEAP/PR)
have created the Fishing for Letters programme. It is designed to at-
tend to the needs of men and women in the fishing industry in mu-
nicipalities which have the Literate Brazil programme and where
there is a demand from self-employed fishery workers who cannot
read or write. Among Brazil’s fishing communities, there is about
40% illiteracy and 79% functional illiteracy.

Furthermore, MEC/SECAD, the Ministry of Justice, the Spe-
cial Secretariat for Human Rights and the respective representatives
of these areas in individual states, are creating guidelines for educat-
ing young people and adults in conflict with the law. The aim is to
provide training courses in the elaboration of specific methodologies
and teaching materials for those professionals working with these
populations so as to provide services for young people in secure units
who are participating in social-educational programmes, as well as
for adults in prisons.

Another action of the MEC in partnership with UNESCO has
been the launching of the collection entitled Education for All, which
provides an opportunity to publish texts, official documents, re-
search studies, reports of events, and studies commissioned from re-
searchers, academics and Brazilian and international educators, as a
means of widening the debate on education for all. The first volume
in this collection appeared in 2004 and was entitled Educacio de
Jovens e Adultos: wuma memdria contemporanea (1996-2004) (Adult and
Youth Education: A Contemporary Memoir, 1996-2004). In 2005,
five more volumes have been published so far: Educacio Anti-Racista:
caminhos abertos pela Lei Federal n°. 10.639/03 (Anti-Racist Educa-
tion: Paths Opened by Federal Law No. 10,639/03); Construcio Co-

letiva: contribuicbes a educagio de jovens e adultos (Collective Con-
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struction: Contributions to Adult and Youth Education), in partner-
ship with the Support Network for Literacy Action in Brazil
(RAAAB); Educagio Popular na América Latina: didlogos e perspecti-
vas (Popular Education in Latin America: Dialogue and Prospects),
in partnership with the Latin American Council for Adult Education
(CEAAL); and A¢des afirmativas e combate ao racismo nas Américas
(Affirmative Action and Combat against Racism in the Americas)
and Educagio como exercicio de diversidade (Education as a Practice of
Diversity), in partnership with the National Association of Postgrad-
uate Studies and Research in Education (ANPED). Another four ti-
tles are planned for publication in 2005.

SECAD has developed a series of projects based on the theme
‘Adult and Youth Education and the Marketplace’. They will lead to
the formulation of training processes which integrate literacy and/or
increase schooling (primary school) and basic vocational training.
The scheme seeks to make an effective link between literacy teaching,
continuing studies and raising the level of schooling, with activities
that generate employment and income through entrepreneurship,
solidarity economics, the formal labour market and community ac-
tion. Outstanding examples in this area are: the Programa Nacional
de Inclusio de Jovens — Educagio, Qualificacio e Acio Comunitdria
(ProJovem: National Programme for the Inclusion of Young People
- Education, Qualification and Community Action); the Projeto For-
mar (Training Project) co-ordinated by the Ministry of Planning and
Management in partnership with the MEC; and the Alfalnclusio
(Literacy-Inclusion) project, the fruit of a partnership between the BB
Educar Foundation and the MEC. Other joint actions related to the
world of work are the joint analysis of projects carried out by
MEC/SECAD and the Ministry of Labour and Employment’s Na-
tional Secretariat for Solidarity Economics to encourage and develop
strategies and actions that integrate AYE in solidarity economics; and
the attempt to bring the State Forums of Adult and Youth Education
and the State Forums of Solidarity Economics closer together.

a) The National Program for the Inclusion of Young People — Edu-
cation, Qualification and Community Action (Profovem) is a collabo-
rative project between the Ministry of Social Development, the Min-
istry of Labour and Employment, the MEC and the National Youth

Secretariat, to provide integral education for young people by means
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of an effective association between raising levels of schooling to allow
more people to complete primary education, vocational qualification
with a certificate of initial training, and the promotion of communi-
ty action of public interest. It is aimed at young people aged 18-24
years, initially in state capitals and the Federal District, who have fin-
ished Grade 4 of primary education and are not formally employed.

b) The objective of the Training Project (Projeto Formar), co-or-
dinated by the Ministry of Planning and Management in partner-
ship with the MEC is to offer federal civil servants and those work-
ing in autarchies the basic minimum education necessary for further
professional training, for developing the quality of public service of-
fered to the citizen and for the exercise of their own citizenship.

¢) The Literacy-Inclusion project is the result of a partnership be-
tween the BB Educar Foundation and the MEC, and its aim is to cre-
ate a methodology for literacy teaching linked to training for entre-
preneurial activity with a view to generating income and sustainabil-
ity. The pilot project is in the development stage, working with four
groups who are learning to read and write (25 students in each group)
in Arinos, a rural town in Minas Gerais, and in Brazlandia, an urban
area in the Federal District.

Training literacy teachers and educators

The training activities for literacy teachers and educators of adults
and youth are financed by MEC/SECAD through the decentraliza-
tion of specific funds mainly in the Literate Brazil and Making
School programmes. However, MEC/SECAD understands that its
responsibility is to prepare strategies and carry out actions to meet
the challenges of training teachers for AYE. To this end, it has tried
to build up a network of partner universities to discuss training AYE
teachers both within courses leading to undergraduate teaching cer-
tificates, as well as in university extension courses, identifying all the
higher education institutions in the country that develop such ac-
tions. It also finances the preparation of specific materials for training
AYE teachers at the secondary school teacher-training level (mag:-
stério) through the Proformagcio programme and the preparation of
printed material, in partnership with the NGO Vereda.

SECAD is also preparing a proposal for a distance learning
course, Educacio na Diversidade (Education in Diversity), to train
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teachers and managers working in the field of diversity. In addition,
it is contributing to the preparation of a computerized platform for
disseminating knowledge called the Observatorio da Inclusio Educa-
cional (Observatory of Educational Inclusion) in partnership with
universities and UNESCO, which will host the distance learning
course being prepared.

It is also co-ordinating the management of international co-op-
eration projects whose specific focus is on training teachers. This it
is doing in partnership with UNESCO (using resources donated by
the Japanese Government), whose aim is to help to reduce illiteracy
rates among young people and adults in Brazil by means of sustain-
able training activities in literacy teaching and continuing education
in four Brazilian states (Goids, Paraiba, Ceara and Rio Grande do
Sul). The project, which focuses on the prison system, involves ini-
tiatives for training teachers in the formal and informal education
systems; reproduction and dissemination of material for literacy
training (publications, training tools and teacher support); and eval-
uation of the practices and methodologies being developed. For its
part, SECAD has contributed financial resources and technical train-
ing for the implementation of an AYE network in Mozambique,
where it is involved in a technical co-operation project to train train-
ers and teachers.

As one of its direct actions, SECAD has maintained a series on
AYE within the broad programme entitled O Salto para o Futuro
(Leap into the Future).” This is part of TVEscola’s (TV School, the
MEC’s television channel) contribution to guaranteeing a qualified
space for training distance-learning teachers, giving content to pre-
vious policies that provided schools with technological equipment
for transmitting closed-circuit television programmes by satellite.

Evaluating the Literate Brazil programme

The set of actions for evaluating the Literate Brazil programme have
helped MEC/SECAD to re-design the programme’s own informa-

tion system. The main objective of this action is to increase the via-

5. As part of its structure, the Leap into the Future programme organizes
thematic series composed of five programmes together with a printed booklet.
It is transmitted live, at which time three invited experts on the theme under
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bility of analysing the programme, bearing in mind that the absence
of some information concerning partner organizations and their re-
spective classes would invalidate the evaluation of the programme. It
should be noted that this information has also been useful to the ed-
ucational monitoring and supervision team, which will have the
benefit of new information from now on.

Another important result of the evaluation is the publication of
the first figures from the national mapping of the supply of literacy
programmes for young people and adults. This mapping has already
recorded more than 1,000 registered institutions in more than 3,000
Brazilian municipalities, with about 2 million students. These data
are currently being validated and will become available on the Inter-
net for all managers and researchers in AYE in Brazil. The main ob-
jective is to make available a better information base to local AYE pro-
gramme managers for diagnosing and designing policies in this field.

In addition to these initiatives, the evaluation team is working on
the first volume of a report on the evaluation of the Literate Brazil
programme which will present the consolidated results obtained
from the first 12 months of evaluation. The publication’s main
themes will be: evaluation of the ability to mobilize the programme,
based on the mapping data; evaluation of the impact of reading and
writing on human development, based on data from the PNAD,
PPV and PNDS; evaluation of the demand for literacy training pro-
grammes, also based on secondary data collected from the PNAD;
and an analysis of the evaluation system itself.

Linked actions among federal bodies

One of the major aims of the current government has been the ef-
fective use of public resources. To this end, the MEC has entered
into co-operative agreements and protocols of intent in order to link
the federal government’s actions to policies for AYE. The legal in-
struments for joint action are embodied in the various projects and
programmes which—though aimed mainly at bringing education
closer to the realities of vocational training—try to make it possible

discussion are present. This allows for a degree of interaction between experts
and trainee teachers in “telecentres”, by telephone, fax, e-mail and sometimes
broadcasts in real time.
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to meet other needs found among those served by Literate Brazil.

A support project for Literate Brazil is being implemented in
conjunction with the Ministry of Health which will enable students
in the programme to have their eyes examined and receive eyeglass-
es if necessary. In connection with the campaign for civil registration
led by the Ministry of Justice’s Special Secretariat for Human
Rights, the MEC has published a literacy teacher’s manual, Orien-
tagdes para obter o registro civil (How to Register Yourself Officially).
The manual stresses the importance of the literacy teacher’s work
for learners and their communities inasmuch as the teachers help
them to obtain those basic official documents which are essential for
the exercise of citizenship.

Another joint action which is important for the progress of the
Literate Brazil programme has been the Forum das Estatais pela Edu-
cagdo (Education Forum of State-owned Companies). It was set up to
develop ways of giving additional support to public educational poli-
cies promoted by the Federal Government and the MEC through
partnerships with Brazilian state-owned companies. The forum has
defined four lines of action, one being initiatives to teach young peo-
ple and adults to read and write. The support of state-owned compa-
nies for the Literate Brazil programme is given in the form of comple-
mentary actions, such as providing learners with school materials, to-
gether with meals, eyeglasses, transportation to and from school, and
supervision—all of which are intended to improve the quality of proj-
ects being carried out by states and municipalities.

Its agreement to co-operate with the Institute of Applied Eco-
nomic Research (IPEA), which is connected to the Ministry of Plan-
ning, is further evidence of MEC/SECAD’s endeavour to establish
effective links with other federal bodies in order to make feasible the
execution of research projects of mutual interest. In this case, joint
action is focused on the evaluation of the aforementioned Literate
Brazil programme.

In addition, MEC/SECAD has forged a partnership with the
Ministry of Social Development in order to include in the evaluation
questionnaire of the Bolsa Familia (Income Transfer) programme a
special module to evaluate factors determining the demand for litera-
cy programmes and continuing education among young people and
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adults. In addition to enabling a substantial savings, including this
module in the questionnaire has made it possible to estimate the ex-
tent to which AYE programmes and important social programmes in
Brazil, such as the Bolsa Familia, complement each other.

Another linkage sought with official bodies is that between the
MEC and the INEP. As of March 2005, the Brazilian School Census
included questions concerning literacy training for young people
and adults and a more detailed section on AYE. This change will al-
low better supervision of both programmes within the official edu-
cation system.

Constructing a public policy for adult and youth education:
Collaborative administration

Building a structure to provide AYE also requires regular collabora-
tion between the various components of the Federation: the Union,
states and municipalities. To achieve this, MEC/SECAD is promot-
ing wide-ranging links between bodies so as to achieve responsible
decentralization. Hence, both in recognising the importance that
the National Council of Secretaries of Education (CONSED) and
the National Union of Municipal Directors of Education
(UNDIME) have acquired over the years in leading the sectors they
represent and in an ongoing attempt to improve the qualification of
public representatives of education, MEC/SECAD has developed a
policy of consulting these entities on specific issues which imply
and involve public resources and collaborative actions.

Dialogue with civil society

An important feature to be highlighted is the “democratization” of
the formulation, monitoring and assessment of policies on AYE
through the creation of the National Literacy Commission in 2003.
With 14 members representing different institutions of civil society
and presided by the Minister of Education, the National Literacy
Commission is a consultative body designed to assist the government
in defining programmes and policy. In addition, it ensures the trans-
parency and social control of funding mechanisms and accompanies
the development and results of policies and programmes in process.
In July 2005, in line with the MEC’s emphasis on a broader concept
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of literacy, the Commission’s mandate was broadened to encompass
AYE, which is reflected in its new name, The National Literacy and
Adult and Youth Education Commission.

Alternative social action has nevertheless played a fundamental
role in the revival of AYE in Brazil and today works with MEC/
SECAD to move policies forward in this field. Thus civil society in
Brazil is playing an extraordinary role in consolidating rights con-
cerning AYE by means of the State Forums of Adult and Youth Ed-
ucation, the first of which was created in the state of Rio de Janeiro in
June 1996, during the national preparatory process for the 5th Inter-
national Conference of Adult Education (CONFINTEA V). Today
there are 25 state and 19 regional forums, plus one in the Federal Dis-
trict (Brasilia); together they constitute an extremely important na-
tional network for discussion of and debate on AYE policy.

Co-operation between MEC and UNESCO

The MEC and UNESCO Brazil have strengthened their strong co-
operative bonds to establish a national policy for AYE in Brazil.
This co-operation has been particularly evident, for example, in the
technical support UNESCO Brasil provided for the qualitative eval-
uation procedures for the Literate Brazil and Making School pro-
grammes. As mentioned above, the UNESCO office in Brasilia has
contributed by picking a team of national specialists to carry out a
diagnostic evaluation of both programmes, the results of this evalu-
ation are currently being edited and will soon be co-published by
UNESCO Brazil and the MEC.

In addition, the basic concern about high rates of functional il-
literacy and the frequent rates of young people and adults reverting
to illiteracy have led to joint, concerted actions throughout the
country to create incentives to read. To this end, the MEC and UN-
ESCO are working together to create a programme called Reading-
Action (Leituragdo). Recognising the strategic importance of this ac-
tion, UNESCO Brazil is complementing these efforts with a project
using Japanese funds (Japanese Fund-in-Trust), which is intended to
contribute to reducing illiteracy among young people and adults in
conflict with the law.

Finally, in light of the significant initiatives to promote AYE
that Brazil has developed, UNESCO Brazil has endeavoured to
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replicate the Brazilian experience in other developing countries, es-
pecially in Portuguese-speaking African countries. Currently, steps
are being taken towards a co-operative agreement between the clus-
ter office of UNESCO in Namibia, and the Angolan Ministry of
Education in order to execute a project with Italian funding (Italy
Fund-in-Trust) to strengthen the Angolan literacy strategy for
young people and adults. A staff member of UNESCO Brazil is
working part-time on this project to ensure that Angola can bene-
fit from the experience Brazil has built up in literacy teaching.

A new institutional format for adult and youth education

After years of stagnation, a new institutional design for literacy and
AYE as a whole is being built, and it is being constructed on the ba-
sis of a wide-ranging dialogue which indicates the need for a more
public re-structuring of AYE. Even though it is aware of the distance
that typically separates planning and practice, the MEC is currently
focusing on literacy and AYE from the perspective of continuing ed-
ucation and lifelong learning. It recognizes the inter-sectorial nature
of this modality and aims to incorporate it into the national educa-
tion system due to the impossibility of treating it separately from
(formal, government-organized) education systems, and also because
it is not reasonable to exclude NFE due to the many possibilities and
wealth of opportunity this important area of education offers.

To deal with this approach to literacy and AYE, the MEC is
guided by an agenda that endeavours to link increased quality in
teaching to building bases for equity and educational inclusion, giv-
ing priority to the diversity of the Brazilian population.

To understand the MEC’s commitment, it is helpful to quote
from the Hamburg Declaration on Adult Learning (UIE 1997):

The objectives of youth and adult education, viewed as a lifelong
process, are to develop the autonomy and the sense of responsibil-
ity of people and communities, to reinforce the capacity to deal
with the transformations taking place in the economy, in culture
and in society as a whole, and to promote coexistence, tolerance
and the informed and creative participation of citizens in their

communities, in short to enable people and communities to take
control of their destiny and society in order to face the challenges

ahead.
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To achieve this, MEC/SECAD is building a new institutional base
for AYE founded on the process of connection, agreement, recogni-
tion and dialogue with a group of organs, entities and social actors
who perform different roles in the field. At the government level, it
is formulating actions together with the Ministries of Labour and
Employment, Health, Social Development, and Justice, as well as
with the Secretariats of Aquaculture and Fisheries, Youth, and Hu-
man Rights. At the level of civil society, in 2003 it created the Na-
tional Literacy Commission and later broadened its scope to include
AYE. From the viewpoint of supply, a basic element in consolidat-
ing AYE is the necessary orchestration between the activities of fed-
eral, state and municipal governments linking up with representative
organs, such as the MEC, CONSED and UNDIME, as partners in
constructing public policy for AYE. In addition to prioritising fed-
eral resources directed to this area, this implies seeking the collective
construction of alternatives to expand AYE, as well as reconfiguring
this modality of education to attend to the specific needs of young
people and adults.

Such links are not confined to federal bodies; on the contrary,
links are also sought with allies who, over the years, have worked in
AYE, recognising that the real protagonists of the history of this
modality of education in Brazil, as well as the young people and
adults themselves, are collective: government representatives, NGOs,
international organs, workers and employers, trade unionists and so-
cial movements—all of whom are in some way contributing to AYE
within the complex and diverse conditions of Brazil. These collective
bodies are very well represented by the State Forums of Adult and
Youth Education.

On the other hand, the MEC is trying to improve professional
competence in the area through research, evaluation, documentation,
communication, training and publications. At the same time, it is
making efforts to train a new generation of professional workers in
AYE at federal, state and municipal levels, providing funding mecha-
nisms for this purpose that give autonomy in the design of local proj-
ects responding to the requirements of modern life and in their con-
ception of teacher training, which for many years was established by
national associations. The Brazilian Government is convinced that
after a long period of neglect of and disbelief regarding literacy and
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adult and youth education, a spirit of revitalization and renovation
now exists. Broader concepts and practices which include new ele-
ments are competing within the broad scenario of education and
learning, challenging conventional paradigms in all areas and recog-
nising that the scope and needs of individuals and social groups have
changed profoundly in recent years and that it is therefore necessary
to re-create literate environments and societies accordingly.

Thus international meetings, such as the ‘South-South Policy
Dialogue on Quality Education for Adults and Young People’, have
been decisive in reinforcing the inclusion of the question on the agen-
da of nations, articulating a series of international initiatives, declara-
tions and commitments, seeking synergy in place of the continuous
dispersion of efforts. In short, the correct practice of international co-
operation for development between countries of the South should be
based on the principle of collaboration in the quest to add knowledge
to the many experiments that are being developed by different actors
in Latin America, Africa and Asia.

The central challenges for MEC/SECAD today are in repaying
an enormous historical debt in terms of education, committing itself
to democratising education systems and creating instruments that
guarantee education for all as a basic human right. It is not only a
question of offering literacy training or short-term schooling but of
affirming the real meaning of AYE set out in Hamburg, which sees
education as the key to the 21st century and considers the humaniza-
tion of subjects to be the result of a learning process that lasts for the
whole of a person’s life.
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India’s National Adult Education Programme

Satish Loomba and A. Mathew

he nationwide programme of adult education initiated under

the aegis of National Literacy Mission (NLM) is now more
than fifteen years old. Starting in 1989-90, the mass literacy cam-
paigns, called Total Literacy Campaigns (TLCs), have covered 596 of
India’s 600 districts, and two-thirds of them have moved on to post-
literacy (PL) and continuing education (CE) stages, towards lifelong
education and creating a learning society. In its move from the TLC
to PL and CE stages, the adult education movement strove to reach
out to every section of non-literate youth and adults, mainly in the
15-35 age group and harness policy priorities that had not been con-
sistently high across different states and throughout the three Five
Year Plan periods. Still, in vision, strategies, implementation modal-
ities, in learners’ participation, learning achievement, and neo-liter-
ates’ efforts to transform and improve their condition, there may be
few parallels to the Indian adult education movement. The range of
insights and experiences of that movement has been so varied that
any aspect of adult education can be elucidated in the light of the In-
dian experience. Bearing in mind the range of issues slated for con-
sideration in this “Policy Dialogue”, in what follows here we shall
present a brief overview of Indian adult education programmes and
experiences.

Historical background

The origins of adult education in India could be traced to the oral
tradition in ancient society. The tradition of advanced learning,
however, remained the preserve of a small elite section. The Western
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education system introduced under British rule did attempt to bring
education to all, irrespective of caste and class distinctions, but it
had only limited success. Consequently, post-Independence India
inherited a system of education characterized by large-scale, inter- and
intra-regional disparities. Educational inequality was aggravated by
socio-economic, gender and other inequalities. So much so that the
country’s literacy rate in 1947 was 14% and female literacy at an
abysmally low rate of 8%.

Adult education in the post-independence phase

The eradication of illiteracy has been one of the major national
concerns since gaining independence. Some of the significant pro-
grammes developed to eradicate illiteracy have been:

* Social Education: Implemented in the First Five Year Plan
(1951-56), it emphasized literacy, extension, general educa-
tion, leadership training and social consciousness.

* Gram Shikshan Mobhim: A movement for literacy in rural areas
that started first in Satara district of Maharashtra in 1959 and
later extended to other parts of the state, it sought to impart
basic literacy skills within a period of four months.

* Farmer’s Functional Literacy Project (FFLP): Started in
1967-68 as an inter-ministerial project for farmers’ training, it
aimed to improve agricultural productivity and functional lit-
eracy.

* The National Adult Education Programme (NAEP): Launched
in 1978, it was the first nationwide and time bound programme
aimed at making 100 million literate in the 15-35 age group
within a period of five years.

* Rural Functional Literacy Project (RFLP): It imparted func-
tional literacy to all illiterates in 15-35 age group in rural areas.

* Mass Programme of Functional Literacy (MPFL): Launched
in 1986, it enlisted university and college students in the Na-
tional Service Scheme and National Cadet Corps to give lit-
eracy classes to illiterates in their vicinity or service areas.
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The 1986 National Policy on Education:

Ungqualified priority of eradication of illiteracy

Recognising illiteracy as India’s sin and shame, as Mahatma Gandhi
urged, and convinced that literacy is an essential pre-condition for
meaningful participation in national reconstruction, in 1986 the
Government of India (GOI) framed the National Policy on Educa-
tion (NPE), in which it resolved that: “The whole nation must pledge
itself to eradication of illiteracy, particularly in the 15-35 age group.
The Central and State Governments, political parties and their mass
organizations, the mass media and educational institutions must
commit themselves to mass literacy programmes of diverse nature’
(MHRD 1986a). The NPE’s Programme of Action (POA), also from
1986, spelled out the operational strategy of covering an estimated
100 million non-illiterates, by 1995. However, given the magnitude of
the target and also the urgency, the POA proposed the eradication of
illiteracy to be made a “mission”—a technical and societal mission
aimed at both harnessing the advances in S&T to improve teaching-
learning and involving not only the government but also mass organ-
izations, media, educational institutions and the entire society

(MHRD 1986b).

Launching of National Literacy Mission: Objectives and special focus

In pursuance of the NPE resolution, the National Literacy Mission
(NLM) was launched on 5 May 1988 as a technology mission to im-
part functional literacy to 100 million non-literates in the 15-35 age
group in a time-bound manner (MHRD 1988).

After trying out different methods and approaches to lend mass
character to adult education efforts, the NLM came to adopt a mass
literacy campaign model, which had met with dramatic success in the
Ernakulam District of Kerala State in 1989-90. The Total Literacy
Campaigns (TLCs), as the illiteracy eradication drives came to be
known in India, have been launched not only to spread literacy (in
fact, functional literacy) but also to promote family welfare, immu-
nization, mother and child health care, conservation of environment,
communal harmony, social cohesion, national integration, etc. The
major thrust of the TLCs from the start has been the promotion of
literacy among women, as well as among the socio-economically dis-
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advantaged groups, including the scheduled castes, the scheduled
tribes and other backward classes.

Functional literacy

The NLM conceptualized “functional literacy” as acquiring a clearly
defined level of proficiency in reading, writing and numeracy, and
also the ability to apply the literacy skills in daily life situations re-
quiring the use of literacy skills. Specifically, “functional literacy” was
defined as: achieving self-reliance in literacy and numeracy; becoming
aware of the causes of their deprivation and moving towards amelio-
ration of their condition through organization and participation in
the process of development; acquiring skills to improve their eco-
nomic status and general well-being; absorbing the values of nation-
al integration, conservation of environment, women’s equality, ob-
servance of small family norms; and the like.

Adoption of Total Literacy Campaign as dominant strategy:
Rationale

The Total Literacy Campaign (TLC) has been adopted as the princi-
pal strategy of NLM for eradicating illiteracy due to its proven posi-
tive features, such as being area-specific (generally, the unit is the dis-
trict, which is targeted in one go), time-bound, participative, volun-
teer-centred, cost-effective and outcome-oriented. Although the TLC
empbhasizes the achievement of predetermined levels of literacy and
numeracy, it also involves other allied activities, such as campaigns
for universal enrolment and retention of children in schools, immu-
nization, conservation of environment and women’s empowerment.

Planning and management: Different phases and emphasis in strategies

The initial TLCs, which were sanctioned for a duration of one year,
have gradually been extended for to last 12-18 months. They have
been implemented by an autonomous body, called the District Liter-
acy Society (DLS) or the Zilla Sakshratha Samiti (popularly known as
ZSS), under the chairpersonship of the District Collector/Magistrate.
A TLC comprises broadly two stages, the preparatory phase and the
teaching-learning phase. The preparatory phase involves the creation
of an environment that is supportive of the literacy, which includes
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the propagation of the literacy message through multimedia, semi-
nars, rallies, meetings, song and drama performances, generally using
the folk and popular cultural medium of communication with a
telling effect. This environment-building phase attempts to motivate
and mobilize educated and socially progressive individuals from all
walks of life to participate in the TLC as volunteers, resource persons
or in any other capacity, and non-literates to join as learners.

A three tier organizational structure is created at the village,
block and district levels, which is socially representative and also in-
cludes various human resources at different levels, such as teachers,
elected local body (called Panchayats) members, etc., to oversee the
planning and management of the TLC:s.

The preparatory phase includes a door-to-door survey to identi-
fy potential learners as well as volunteers who could act as volunteer
teachers or resource persons. Based on the given number of non-lit-
erates targeted, the number of volunteers required is determined, gen-
erally at a teacher-learner ratio of 1:10-15. A cascade model of train-
ing is followed in TLCs (as in PLPs and CEPs), where resource per-
sons training the master trainers, who, in turn, train the volunteers.
A set of three graded primers (literacy teaching materials) that is used
for teaching-learning in literacy centres also forms the basis of train-
ing the resource persons, master trainers and volunteer teachers.

Upon completion of these preparatory tasks, learners are
matched and batched with volunteer teachers, and learning centres
and class times are identified at the outset of the teaching-learning
phase which are convenient to both the learners and the volunteer
teachers.

Experience has shown that it is easy to devise a conducive envi-
ronment for literacy at the macro-level, a phase which entails a good
deal of visibility and social participation, but it is far more difficult
to sustain the learners’ and volunteers’ motivation and morale
through the grind of teaching-learning every day, day after day, over
a period of 6-9 months. For the non-literate rural and urban poor,
who are caught up in the struggle for survival, the pen or pencil
would seem heavier than the plough after a day of hard manual
labour. It is here that the three-pronged organizational structure’s
motivational, monitoring and supervisory role is crucial, as taken on
by the (i) village literacy committee, (ii) literacy volunteers who
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manage the literacy centres in the villages; and (ii1) TLC full-timers/
government functionaries from sub-block or district levels.

The set of three primers has built-in exercises and tests at the
end of each lesson, and each primer helps to ascertain each learner’s
progress. The final evaluation of each primer and all three primers
indicates the level of literacy the learner has achieved. An external
evaluation of the learning outcome and other aspects of a given cam-
paign (TLCs, PLPs and CEPs) determines the achievement of the

programme.

Post-Literacy and Continuing Education Programmes

Irrespective of whether post-literacy (PL) phase was combined with
continuing education phase or not, the PL phase will always be tak-
en up on the completion of the TLC phase. Based on the initial ex-
perience of first five to six years, when a PL programme was imple-
mented in a campaign mode such as the TLC, generally for a period
of one and a half to two years, it was changed into a programme
mode and its duration was reduced to one year. But there was no
substantial change in its objectives and programme scope.

One of the objectives of the post-literacy programme (PLP) is
to enable neo-literates to learn to apply their new literacy skills as a
problem-solving tool, so that learning becomes relevant to living
and working—thus achieving functional literacy in the true sense of
the term. This was originally the objective of the TLC, but could
not be addressed adequately due to the TLC’s brevity, as well as its
pre-occupation with making as many people in the target group lit-
erate as possible.

Another major objective of the PLP continues to be what is
called the “mopping up” operation, for instance, enabling the slow
learners as well as the drop-outs to reach the level of literacy pre-
scribed by the NLM.

But the most important objective of the PLP remains the reten-
tion, consolidation and upgrading of the fragile literacy levels
achieved during the TLC, and enabling the neo-literates to attain
greater self-reliance by providing them, through library services,
with a variety of supplementary and graded reading materials.

Also conscious of agendas not addressed by the TLC, for in-
stance, improving their living and working conditions, PLPs aim to



India’s National Adult Education Programme 97

integrate skill development programmes. The agency implementing
a PLD, as in the case of the TLC, remains a specific DLC.

PLPs were conceived, as noted above, mainly to help neo-liter-
ates to consolidate and apply their literacy skills to their actual living
and working conditions. However, experience has shown that, in the
face of persistent social and economic problems, it remains difficult
for neo-literates to apply and utilize their newly acquired literacy
skills. The NLM recognized that the literacy processes therefore have
to be continued and sustained if people are to realize their potential
and improve their personal, social and economic conditions. So CE
was added to the agenda. It is meant to provide learning opportuni-
ties on a continuing basis and improve the living conditions of the
people. On the other hand, CE targets not only the neo-literates
from the TLCs and PLPs but anyone who needs it or who is outside
of basic literacy and primary education.

The main objectives of the Continuing Education Scheme (CES)
and its activities include (NLM 1996: 10):

e provision of facilities for retention of literacy skills and CE,
beyond the basic literacy stage;

* creating scope for the learners’ application of their literacy
skills to help to improve their living conditions and quality of
life;

* dissemination of information on development programmes
and widening and improving participation of the deprived
sections;

* creating awareness about national concerns and values and
sharing common problems of the community;

* organising short-term training and orientation programmes to
upgrade vocational skills and thereby to improve the benefici-
aries’ economic conditions;

e provision of library and reading room facilities to create an
environment conducive to literacy and a learning society; and

* organising cultural and recreational activities with effective
community participation.

The main programme that the CES envisioned was the setting
up of Continuing Education Centres (CECs), which could serve as a
venue and forum for the coordination and convergence of a variety
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of programmes with educational inputs implemented by several min-
istries and departments of central and state governments, local self-
governing agencies and NGOs. Besides, the CECs could also pro-
vide a comprehensive range of programmes suited to the interests and
needs of the people for lifelong learning.

Thus the CECs were expected to function as libraries and read-
ing rooms with learning and reading materials; learning centres for
variety of CEPs; literacy centres for the remaining non-literates and
neo-literates; training centres for brief training programmes to up-
grade skills; composite information windows about various develop-
ment programmes; Charcha Manda (discussion forums) for sharing
ideas and solving problems; development centres or venues for ex-
tension facilities of different government and non-government agen-
cies; and cultural and recreation centres. As envisioned in the CES,
in addition to the CEPs, the CECs also provide facilities for various
target programmes, including equivalency, quality of life improve-
ment, income generation and individual interest promotion.

Under the CES, a CEC is sanctioned for a population of
2,000-2,500 and one Nodal Continuing Education Centre for every
10-15 CECs to provide them with resource support as well as to
monitor and oversee each CEC’s activities.

The funding system for adult education programmes in India is
different from other countries. In the case of Total Literacy Cam-
paigns (based on a per learner cost ranging from Rs. 90-180) and
PLPs (on a per-learner cost of Rs. 90-130), the cost is shared be-
tween the central and state governments on 2:1 basis. In the case of
CE, however, a cent-per-cent central share in first three years and
50:50 sharing basis during fourth and fifth years of the CES is the
funding system. Each CEC (with an annual assistance of Rs. 25,000)
and Nodal Continuing Education Centre (with Rs. 45,000) provides
for the recurring and non-recurring costs. The State Literacy Mis-
sion Authority (SLMA), the counterpart of the NLM at the state
level, has been authorized to sanction CEPs in their states, which
routes the funds to the DLS to run the CEPs.

Having started in 1995, so far (i.e., in 2005), 284 of the 596 dis-
tricts covered under the TLC and PLPs have moved on to the CE
stage.
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Assessment of literacy achievement: Approaches and methods

To conduct an objective assessment of literacy acquisition and to
have a uniform yardstick for estimating the success of the TLC, the
Government of India (GOI) constituted a committee in 1992 under
the chairmanship of R. H. Dave. The Dave Committee adopted the
guiding principle that learner evaluation should be simple, intelligi-
ble and non-threatening, as well as systematic, technically sound and
universally applicable. In the light of the basic literacy skills defined
in the NLM objectives, and the elements of learning defined under
“functional literacy” such as “functionality” and “awareness”, the
Committee spelled out the competencies and the testing design to
estimate the learning achievement. With a view to giving practical
guidance on the evaluation framework and each competency a rela-
tive weight, the Committee also proposed the blueprint of a test.
The test was focused on basic literacy and numeracy skills alone and
consciously left out aspects like “functionality” and “awareness”.
These components, it was felt, would be developed automatically if
the primers had a shaper thematic focus on contemporary socio-
economic concerns, and were properly covered during teaching-
learning process itself. In the matter of evaluating the learners’ learn-
ing achievement, the Dave Committee eschewed the dichotomous
categorization of “pass” or “fail”, and suggested a certain minimum
score (50%) in each of the three competencies (for instance, reading,
writing and numeracy), and an aggregate (70%) to be qualified as
“literate”. The Arun Ghosh Committee, which was established in
1994, went into issues related to sampling design, which is now be-
ing adopted quite uniformly in all external evaluations of TLCs
(NLM 1992; Rao 2002: 279-80; NLM 1994).

Through a series of regional and national consultations and
workshops, the NLM has also developed guidelines for the final eval-
uation (by external agencies) of PLPs as well as CEPs. Each external
evaluation of PLPs and CEPs, unlike evaluations of TLCs, assesses
the outcome of all the objectives set for the programme.

The literacy movement: Brief overview

The literacy movement that began with the TLC in the early 1990s
has covered, by early 2005, 596 of the 600 districts in India by means
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of TLCs and other adult education programmes. Of those districts,
139 are still in the TLC stage, 173 in the PLP phase and 284 in the CE
stage. Based on the NLM figures, more than 150 million non-liter-
ates, mainly in the 15-35 age group, have been involved in literacy
campaigns and other adult education programmes, and over 118.25
million have become literate. Doubtless, the steep increase in the lit-
eracy rate from 52% to 65% in the previous decade, as well as the sig-
nificant reduction in the gender and rural-urban disparity in literacy,
is due (at least in part) to the literacy movement.

As a major social intervention effort, the literacy movement in
India has witnessed many expected and unexpected outcomes. The
mass-campaign approach led to a massive social mobilization, main-
ly of the educated, to join the campaign for literacy on a voluntary
basis. More than 12 million volunteers, mainly school and college
students and educated youth, participated in the literacy campaigns,
and another 3-4 million people worked as academic resource per-
sons and organizers at different levels, extending from the village to
the district. Well over 63% of the learners targeted were women,
who were enrolled and made literate. The literacy movement has
been instrumental in gaining access to women and enabling them to
participate more in society, which has no parallel in any other
sphere of social endeavour.

The NLM perspective on PLPs and CEPs

This level of social participation, especially of women, was due part-
ly to the hopes and aspirations raised in the process of the literacy
campaign about improving women’s socio-economic conditions
with the successful completion of the TLCs. However, given their
brevity, the TLCs could address only the literacy component. Post-
Literacy and Continuing Education (PL&CE) were initially intro-
duced as a composite programme not only to consolidate learners’
newly won though still fragile literacy but also and especially to ad-
dress their aspirations and expectations for improvement which re-
mained largely un-addressed during a TLC (Chatterjee 1996).
However, the first six years of this composite programme
showed that—both regarding the acquisition of basic literacy, upgrad-
ing it to the level of self-reliance and further learning on a continuing
basis, and regarding the issue of its application in daily life to im-
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prove the learners’ living conditions—even using PL&CE as a com-
bined programme (without reference to the TLC) was inadequate
(NLM 1996). It was realized that bifurcating PL&CE, and creating a
system of institutionalized CE was the only answer. Consequently,
providing learning opportunities on a continuing basis and improv-
ing people’s, especially the neo-literates’, living conditions and qual-
ity of life of the people became the NLM’s major objective for the
CEPs (NLM 1996). But to institutionalize CE for lifelong learning,
a distinct, preparatory phase that could function as a runway for CE
to take off, was deemed essential.

Operation Restoration:
Precursor to residual illiteracy eradication campaigns

Although TLCs were designed and implemented as a mass move-
ment in different parts of the country, in many cases a number of
campaigns stagnated due to natural calamities, lack of political will,
frequent transfer of the District Collectors, etc. “Restoration” of the
stagnated TLCs became essential, and the NLM began sanctioning an
“Operation Restoration” phase quite early in the 1990s. Even those
districts that moved on to the PL and CE stages without achieving
high levels of literacy, continued to be burdened by their residual il-
literacy.

The NLM’s concern with residual illiteracy has partly been in
deference to the global EFA concerns of reaching the un-reached,
and also synchronized with the “revamping” of the NLM thrust ar-
eas approved by the Cabinet in 1999, and endorsed by the Tenth
Five Year Plan (MHRD 2003: 85). The 2001 Census of India also
confirmed the NLM’s apprehension about the continuing concen-
tration of residual illiteracy in the low-literacy states, and especially
in districts where female literacy was below national average. Thus
what began as special measures for residual illiteracy eradication
drives is now generally permitted for use in districts where female
literacy is less than 30%, regardless of the district’s degree of involve-
ment in the PL and CE stages. And in keeping with the global EFA
concerns, the focus in the residual illiteracy eradication programmes
continues to be on women and members of disadvantaged groups.
The funding and implementation system for residual illiteracy erad-
ication programmes continues to be the same as for TLCs.
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Accelerated Female Literacy Project:
Special focus on low female literacy districts

Based on 2001 census figures, 47 districts with a female literacy rate
of less than 30% were identified and selected for launching the special
Accelerated Female Literacy Project (AFLP). This new project was
introduced in at least 32 of those districts in three states, including Bi-
har, Orissa and Uttar Pradesh (Singh 2005). Together, the AFLPs are
reported to have helped nearly 2.3 million non-literate women to
achieve literacy.

Techno-pedagogic and capacity-building support structures:
State Resource Centres and Institutes of People’s Education

The State Resource Centres (SRCs) were conceived to provide aca-
demic and technical support to the adult education programmes;
they existed even prior to the launch of the NLM. With the rapid
expansion of TLCs, PLPs and CEPs, the SRCs have been strength-
ened and their numbers increased so as to meet the techno-pedagog-
ic support requirements of the emerging literacy movement. The
SRCs have sought to develop learning materials, provide training to
adult education personnel, and participate in on-going and end-of-

programme evaluation of adult education programmes. There are 26
SRC:s, entirely funded by NLM, in different states.

Jan Shikshan Sansthan (Institute of People’s Education)

The scheme of the Jan Shikshan Sansthan (JSS), known until recent-
ly as Shramik Vidyapeeth, was initially launched as a polyvalent or
multifaceted adult education programme aimed at improving the vo-
cational skills and quality of life of workers and their family mem-
bers. The JSS was conceived as a response to the educational and vo-
cational training needs of adults and young people living in urban
and industrial areas—mostly in areas deficient in facilities for educa-
tion and vocational training. With the emergence of millions of neo-
literates from TLCs starting early in the 1990s, and also in view of
the rapid pace of economic change and the penetration of IT in ru-
ral areas, a need was perceived to enlarge the scope of the JSS to cater
to the needs of new vocational and life enrichment skills of neo-lit-
erates, as well as the educated unemployed, in the rural areas.
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While the initial goal was to have at least one JSS in each dis-
trict, today there are 156 JSSs, which offer a large number of voca-
tional training programmes from tailoring to computer courses;
they turn out more than 1.5 million youth and adults, women be-
ing nearly two-thirds, trained in various vocational programmes. At
least 25% of them, in accordance with the NLM mandate, have
been neo-literates.

Open Basic Education for adults through open schooling

The National Institute of Open Schooling (NIOS)—with its counter-
parts, state open schools, in ten states—offers Open Basic Education
(OBE) equivalent to Grades 3, 4 and 8 for children aged 6-14 years
who missed schooling, and adults over 14 years of age. The NOIS
also offers secondary and senior secondary education for youth aged
14-18 years, as well as for adults, through the open schooling system.
There is a clear need for open schooling for both basic education and
secondary and senior secondary education. The Constitution of In-
dia enjoins the state to provide universal compulsory elementary ed-
ucation to all children up to the age of 14 years, and it has now be-
come a fundamental right of every child. Yet there are already near-
ly 100 million, out of nearly 280 million children aged 6-18 years,
who are out of school. Similarly, India also has the dubious distinc-
tion of having one-third of world’s illiterates. Therefore, the Gol and
the Ministry of Human Resource Development (MHRD), when re-
naming the National Open School as NIOS, spelled out its mandate
as providing ‘opportunities for continuing education to those who
have missed opportunities to complete school and developmental ed-
ucation through courses and programmes of general, life enrichment
and vocational education from primary to pre-degree level’ (Pant
2004: 22).

OBE acts as an alternative educational programme for both chil-
dren and adults. For adults, it goes beyond the narrow confines of the
classroom due to its a vision of lifelong learning. The OBE pro-
gramme aims to provide a learning continuum based on graded cur-
riculum, which will ensure the quality of education for children, neo-
literates, school dropouts/left outs, and those who have completed
non-formal education (Pant 2004).
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The levels and scheme of studies offered in the OBE pro-
gramme are three: A, B and C—where A is equivalent to Standard
III of the formal school system; B is equivalent to Standard V; and
C is equivalent to Standard VIII. The curricular framework is
closely aligned with the curriculum of formal education to enable
parity and continued higher education if the NIOS “graduates”
choose to study further (NIOS n.d.: 2). The still young OBE pro-
gramme is implemented through State Open Schools, in alliance

with NIOS-accredited NGOs and DLCs.

Policy commitments and goals for adult education

Literacy in 2003 EFA-National Plan of Action:
Continuation of “revamped” directions and re-focus in strategies

In view of EFA goals and targets established in the Dakar Frame-
work for Action and clearly aligned with social and gender equity
thrusts, the NLM felt it necessary to re-focus some of the strategies
it has pursued since 1999. The EFA-National Plan of Action’s new
“thrust areas” in literacy include (MHRD 2003: 85):

e achievement 75% literacy by 2007;

* a multi-pronged strategy to address regional, social and gender
disparities in literacy;

* refocusing TLCs, PLPs and CEPs to increase and strengthen
women’s participation, so as to bridge gender gap in literacy;

* encouraging PL and CE districts to pay special attention to
the mobilization and organization of women into neo-literate
and self-help groups;

* special attention to socially disadvantaged groups, such as
scheduled castes/scheduled tribes and women;

* employ a multi-pronged strategy to raise female literacy in 45
districts with female literacy rates of less than 30%;

* special stress on DLCs to highlight specific strategies to under-
take literacy and skill upgrading programmes especially for
scheduled castes/scheduled tribes and women.

The overriding priority of the NLM in the last few years has been
to address the 45 districts with low female-literacy rates, and residual
illiteracy in other areas, which broadly coincides with illiteracy con-
centration among socio-economically disadvantaged sections and
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pockets. And it has now been proposed to launch residual illiteracy
eradication drives covering all the 150 districts with the lowest liter-
ates, targeting 36 million non-literates, beginning on 8 September
2005. Some of the other specific strategies of NLM for the immedi-
ate future include:

* launching local, context-specific campaigns for literacy, in
accordance with learner needs;

* developing partnerships with NGOs/CSOs;

* strengthening district-level implementation teams (by ob-
taining services of committed people on secondment basis,
from private and government sector);

* convergence with other schemes, including Sarva Shiksha
Abbiyan, Mahila Samakbya, Nebru Yuvak Kendras and Swar-
na Jayanti Gram Swarojgar Yojana; and

* monitoring by Zilla Saksharata Samiti (District Literacy So-
ciety) or PRIs and other stakeholders.

Long-term commitments and objectives for literacy:
From literate to knowledge societies — Examples from two states

As part of its commitment to make Andhra Pradesh not just a liter-
ate state but a knowledge society, the GOI’s primary goal since 2000
has been to increase the overall literacy level to over 95% by 2005.
Taking stock of the literacy scenario in 2000, and with a view to ac-
celerating the pace to achieve the 2005literacy target, a statewide (dis-
trict-wise) massive, community-based literacy campaign, called the
Akshara Sankranti Programme (ASP), was launched in October 2000.
On actual count, the numbers enrolled in the first round itself (6 mil-
lion) turned out to be more than the initial assessment of 5 million
in 2000. Including the subsequent mopping-up rounds that covered
the leftouts, dropouts and slow learners of earlier rounds, according
to official reports, 11.85 million illiterates were enrolled, 6.45 million
of whom were made literate between 2000 and 2003 (NIEPA-UN-
ESCO 2003: 27-28). This programme still continues, seeking to help
residual illiterates. Andhra Pradesh is the only state in India that has
moved beyond five-year CE envisioned by the NLM to conceptual-
ising an institutional framework for lifelong learning. This it has
done by establishing a Community Learning Centre (CLC) in each
village—Gram Panchayat (local self-government unit). The CLC is
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intended to be a nodal point at which all activities of open schooling,
libraries and CECs are to converge. The CLC scheme is still in it in-
fancy (NIEPA-UNESCO 2003: 28).

Another state, Madhya Pradesh, has developed its own strategy
for promoting literacy, thereby moving away from the standardized
national model. The new strategy is grounded on the principle of
collectivity and the creation of incentives, as well as the linking of
literacy with nascent economic activities—bearing in mind that the
literacy achieved in each case will be sustained by means of PLPs and
CEPs. This new programme is called the Literacy Improvement
Campaign (Padhna Badhna Andolan) and is conducted by the socie-
ty known as Padhna Badbna Samiti (PBS), which is a group, consist-
ing of the learners and their instructors (popularly known as guru-
7is) and registered with Block Panchayat Office, which arranges the
learning materials for learners and training for gurujis. Started in
1999, Madhya Pradesh reported 217,000 PBS, which enrolled 5.18
million learners, 2.98 million of whom passed the external evalua-
tion. Subsequently, 57,000 of the 217,000 PBS (over 90% of them be-
ing women’s groups) were re-constituted as self-help groups, taking
up their literacy consolidation and savings, and moved from the PL
to the CE stage. A scheme very similar to PBA was the Education
Guarantee Scheme (EGS), wherein the government guaranteed a
school and a teacher within 90 days to any habitation with at least
20 children, not served by a school, that placed a demand with
Block Panchayat. As a result of its vigorous efforts through the EGS
and PBA, Madhya Pradesh recorded an unprecedented jump in liter-
acy of 20% in 1990s, with the 2001 Census reporting a literacy rate
of 64.11%, nearly lifting the state out of its erstwhile educationally
backward status. Madhya Pradesh also has the unique distinction of
being the first and only state of introducing adult education provi-
sions as an integral part of education as a fundamental right (NIEPA-

UNESCO 2003: 118-22).

Language in adult literacy

As a matter of policy, the language of teaching-learning or the medi-
um of instruction in adult literacy programmes has been the learners’
mother tongue from the beginning. After the TLC became the dom-
inant approach and strategy, the NLM chose to leave the issue of the
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language of instruction to each DLC—due to the learners’ language
preference, their numbers, the feasibility of developing literacy
primers and the ease of conducting classes. In many states there are
languages and dialects with or without a written script that are spo-
ken by a sizeable number of people. TLCs, in many cases, have used
primers in six or seven languages, in accordance with their demo-
graphic composition and the learners’ language preferences. In cases
where the learners who do not know their regional language - the of-
ficial language of administration — but are keen to become literate in
that language, do get instruction in the regional language. In those
districts with large tribal populations that speak a dialect that may or
may not have a written script, learners are initiated into literacy by
using the first primer in the local dialect and then switching to the re-
gional language in the second and third primers in the TLC. The
reading materials used in PL and CE stages are generally in regional
languages.

Literacy achievements in India

As noted earlier, the outreach of NLM programmes (TLCs, PLPs
and CEPs) so far have covered 596 of the 600 districts; this had led
to 118.20 million people having achieved literacy. This perhaps is re-
flected in the literacy rate reported in the 2001 Census of India. The
2001 census figures also indicate that:

* The literacy rate in India increased from 52.21% in 1991 to
64.84% in 2001. The increase of 12.63% in one decade is the
highest in the five decades since India gained independence.

* The increase in female literacy by 14.38% has been far high-
er than that of males, which was 11.13%.

* The gender gap in literacy has also decreased by more than 3%
over the last decade, though it still continues to be high, at
21.50%.

* There are wide variations in the gender gap in literacy across
different states, but this gap is likely to be bridged within this
decade. The gender gap in literacy in the State of Mizoram is
3.79%, in Meghalaya it is 5.83%, and in Kerala, 6.52%.

* For the first time in last six censuses, there has been a decline
in the number of illiterates.
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Table 1. Literacy scenario in states and union territories of India, 2001

Lo > National- < National-aver-
High-literacy o o o
states (>80%) o average states %o age states %o

(>64.8%) (<64.8%)
Kerala 90.86 | Daman and Die | 78.18 Chattisgarh 64.66

Mizoram 88.80 Maharashtra 76.88 | Madhya Pradesh | 63.74
Lakshadweep | 86.66 [Himachal Pradesh| 76.48 Assam 63.25

Goa 82.01 Tamil Nadu 73.45 Orissa 63.08
Chandigarh 81.94 Tripura 73.19 Meghalaya 62.56
Delhi 81.67 Uttranchal 71.62 | Andhra Pradesh | 60.47

Andaman & . .
Nicobar Islands 81.30 Manipur 70.53 Rajasthan 60.41
Pondicherry 81.24 Punjab 69.65 Dadra & Nagar 55.52

Haveli
Gujarat 69.14 | Uttar Praddesh | 56.27
Sikkim 6881 | JAmmuE | 555,
Kashmir
Arunachal
West Bengal 68.64 Pradesh 54.34
Haryana 67.91 Jharkhand 53.56
Karnataka 66.64 Bihar 47.00
Nagaland 66.59

Innovative programmes

While the objectives, the approach and strategies for the adult educa-
tion movement have been clearly articulated in policy documents
and programme guidelines, there was no ambiguity left as regards
flexibility to dovetail the implementation modalities and processes as
per the contextual specificities of the districts. This was the case re-
garding TLCs, PLPs and CEPs. The history of the literacy move-
ment in India leaves no doubt about the fact that the TLCs, PLPs and
CEPs in each district have witnessed certain special features in re-
spect of their design, implementation and learners’ participation. An
illustration is provided here to underline the variety and richness in
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Indian literacy movement in the matter of approaches to implemen-
tation modalities and people’s participation.

Continuing Education in the West Godavari District (Andbra Pradesh):

Embodiment of a people’s programme

West Godavari was one of the premier districts to employ the CES in
1997, having started preparations for doing so already in 1996. West
Godavari-CEP was conceived primarily as a people’s programme in
which community participation, ownership and management of
CEC:s and their activities would be the central features. The role of
DLGC, the implementing agency at the district level, was seen as that
of catalyst and facilitator, conceptualising the critical parameters of
people’s ownership and the management characteristics of the CES,
and facilitating its operation through financial, technical and academ-
ic resource support to CECs (ZSS-West Godavari 1997 [in Telegul]).
Adopted from state government policy, these critical parameters in-

cluded:

* Forming a village core group of persons committed to a social
cause like literacy and continuing education and to organizing
neo-literates to participate in the CEP.

* Forming an association of neo-literates (Akshar Sangam) by
paying a membership fee of Rs. 10 per annum. Each Akshar
Sangam seeking a CEC must have at least 250 members. A
nine-member education committee must be elected from
among Akshar Sangam members, five of whom are neo-lit-
erates and four, women.

* Collection of a Corpus Fund of not less than Rs. 10,000 for
each village. After it has fulfilled this formality, an Akshar
Sangam can apply to a DLC for a CEC.

* Specific provisions for de-recognition and discontinuation of
funding and closing down of any CEC the DLC finds to be
unsatisfactory.

* Opening and maintaining a separate bank account for the Ak-
shar Sangam which 1s maintained jointly by the president and
the convener (a headmaster of the village primary or middle
school), where money can be withdrawn only by decision of
the Akshar Sangam.
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* The village CE committee, not, as elsewhere, the DLC, selects
and appoints Preraks (Facilitators); each Prerak is accountable
to its Akshar Sangam, which deals directly with the DLC. Pre-
raks are not functionaries of a DLC but part-time volunteers.

* An Akshar Sangam entering into a Memorandum of Under-
standing (MOU) with DLC promises to abide by its rules,
such as conducting DLC-prescribed weekly activities in
CECs, submitting quarterly utilization certificates of funds
received from DILCs, etc.

 Each Akshar Sangam is allowed by its DLC to organize activ-
ities of their choosing for one week each month after having
conducted DLC-prescribed activities for first three weeks.

The NLM has given DLC:s the flexibility to devize CEPs and ac-
tivities in harmony with local requirements. The West Godavari
DLC passed that flexibility, in turn, to the Akshar Sangam, and thus
went beyond the usual formalities, forging a partnership in CE with
the community not only in terms of the ownership and manage-

ment of the CEC but also in terms of designing its programmes
(Mathew 2002).

Continuing education activities in the West Godavari District
Based on NLM guidelines, the West Godavari DLC devised five types

of programmes and activities (see Table 2), some of which were com-
pulsory and others of which optional.
Indian adult education experience: Relevance to quality education
The objectives and strategies adopted in the adult education pro-
grammes in India (TLCs, PLPs and CEPs) adequately address many
of the key questions slated for consideration in this Policy Dialogue.
The guidelines provided by the NLM, except in such matters as lit-
eracy achievement levels and expenditures, are basically suggestive
and leave a great deal of flexibility for bodies to dovetail with local
needs. For instance, the NLM programmes focus on the socio-eco-
nomically and educationally disadvantaged, such as women and the
scheduled castes/scheduled tribes. The entire motivation behind and
mobilization strategy employed in the TLCs, the organization of
neo-literates into self-help groups, youth groups, etc., the PLPs, and
the literacy-linked awareness, skill-upgrading and improvement pro-
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Table 2. Continuing education in the West Godavari District

Educational programmes

1) Library and Reading Room

Commenced in 1997; Library and Read-
ing Room activities continue to date in all
1,095 CECs.

i1) Literacy classes

As part of the CECs’ regular activities,
2,910 sub-centres were opened to teach
basic literacy to non-literates. These con-
tinued until 2000, when a second-genera-
tion TLC, Akshar Sankranti, was initiated
and for which the CEC volunteers (Pre-
raks) were re-deployed for monitoring.

iit) Varam Varam Vignanam (VVV)

The VVV is a weekly lecture-cum-discus-
sion programme on development issues
by development departments. It was con-
ducted for 108 weeks in all CECs until
September 2000.

Awareness programmes

Publication of a neo-literate broadsheet, a
biweekly newsletter, and distributing it to
every CEC, was part of awareness pro-
grammes. Known as Akshar Deeksha, the
four-page neo-literate newsletter had a cir-
culation of over 5,000. The pride of WG-
CE, Akshar Deeksha was the most effec-
tive means of communication and dia-
logue between CECs and DLCs. It re-
ceived at least 100 letters every two weeks
from readers and Preraks. The DLC had
intended to make the newsletter self-fi-
nancing by pricing it, but was unable to
acquire subsidies necessary to fund the
transition period.

Quality of Life Improvement Pro-
grammes (QLIP)

QLIPs included activities on food and nu-
trition, health, hygiene and sanitation, ex-
penditure and savings.

Skill Development Programmes (SDPs)

SDPs introduced in 830 CECs included
preparation of pain balms, detergents,
soaps, basket weaving, lace making, em-
broidery, candle making.

Recreational programmes

Sports and games and cultural competi-
tions were organized, and national days
and events were celebrated, by Akshar
Sangams wholly through community ini-
tiative and contributions.
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grammes in CE, are aimed at addressing the needs and interests of
these special focus groups.

The planning and implementation of adult education pro-
grammes is calculated to involve various government and non-govern-
ment development, extension and welfare agencies, including local
self-governing bodies and other social resources, such as teachers.
Convergence is a central feature of the PL and CE stages.

Special agencies, such as the 26 SRCs at the state level and the
156 JSSs at the district level, have been put in place to provide techno-
pedagogic and training support to adult education programmes and
their personnel. The express mandate of each JSS is to provide voca-
tional and skill-upgrading programmes for neo-literates, as well as for
educated, unemployed youth and illiterates. This takes place in addi-
tion to the academic and technical support provided by the DLC in
implementing the adult education programmes.

Relevant content and availability of learning resources is a sine
qua non for a nationwide programme such as the TLCs, PLPs and
CEPs. The NLM has remained steadfast in its emphasis on the rele-
vance of learning material content to meeting the objectives of na-
tional development and to the learners’ life needs.

A key mandate of the DLCs and the SRCs has been to develop,
produce and distribute learning materials, in sufficient quantity and
prior to the commencement of any given training and teaching-
learning process. This also applies to the learning materials used in
the PL and CE phases.

On-going evaluation is seen as critical not only so that learners
and organizers can know the extent of learning progress but also in
the interest of programme efficiency. Besides the monthly progress
report provided to the state by each district, there is also a concurrent
evaluation and an external evaluation of the TLCs, PLPs and CEPs.

One of the reasons for the unprecedented response to these pro-
grammes on the part of the socially disadvantaged, especially women
and the scheduled castes/scheduled tribes, has been the social consen-
sus on desirability of their participation (in a social milieu not alto-
gether conducive for social equity) which the literacy organizers
managed to bring about, and the sense of value and dignity the disad-
vantaged experience in working with the volunteers and other full-
time workers. The kind of alienation that children of socio-economi-
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cally disadvantaged households experience in formal schools which
leads to their dropping out would not be generally found in adult ed-
ucation programmes.

Conclusion

Adult education, all around the world, has been a marginal concern
in policymaking and funding within education systems. Adult edu-
cation in India has not been too different, with the exception of the
NLM. However, a combination of fortuitous factors—such as the
high policy priority given to adult literacy, the NLM’s understand-
ing of adult education not just as the 3R’s but as an instrument of
critical awareness, empowerment and improvement through collec-
tive action by the neo-literates, and the adoption of the TLC as the
national approach for eradicating illiteracy—helped to convert what
otherwise would have been a routine government programme into a
mass movement.

A great deal of credit should be given to the NLM for having
placed adult education on the centre stage of education policy dis-
course, for having made it a priority, and for rapidly expanding the
TLCs to cover every part of India, and for following it with PL and
CE phases.

The unparalleled 13% increase in the literacy rate within a decade
was undoubtedly due partly to NLM endeavours, in partnership
with the states and districts. But there are other facets of the adult ed-
ucation movement that are not so well acknowledged. One is the
contribution of the literacy movement—with its larger agenda of rais-
ing the awareness of, empowering and improving the conditions of il-
literates—to igniting learners” hopes and aspirations, and giving them
a sense of self-dignity and value through their participation in litera-
cy. This created a positive environment for literacy and education
which made the UNESCO’s EFA Decade flourish with an ease that
would have been unthinkable without the literacy movement. The
neo-literates from the adult education movement became the best as-
surance for enrolment and retention of their children in school. So-
cial mobilization and motivation as the starters, community involve-
ment as the anchor of externally funded primary education pro-
grammes in the 1990s, and the Sarva Shiksha Abhiyan, the national
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campaign for universal elementary education since 2000, are the lega-
cies of the literacy movement.

The policy perspective, strategies of programme implementa-
tion, the content of learning materials and its teaching-learning
processes have all been aligned closely with the learners’ interests,
needs and aspirations in the TLC, PL and CE stages. The backup
support for the movement provided through a clearly orchestrated
monitoring and evaluation system and the techno-pedagogic resource
network, such as SRCs and JSSs, has contributed greatly to the suc-
cess thus far. The graduation of the movement through PLPs and
CEPs under the banner of lifelong learning and the creation of a
learning society, as well as a variety of programmes created in order
to meet the needs of different groups, all have helped to keep the
movement alive as a learning continuum both for the organizers and
the participants.

Despite such positive contributions, however, it must also be
admitted that the presence of nearly one-third of world’s adult illit-
erates in India is a reminder of both the unfinished task and the need
to fine-tune the strategies to reach the un-reached. The NLM’s strate-
gies are now geared to address the remaining tasks.
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Mexico’s National Adult Education
Programme

Luz-Maria Castro-Mussot and Maria Luisa de Anda

his chapter focuses on basic education for youth and adults in

Mexico, which is legally defined in Article 43 of the General
Law for Education. The article reads: ‘Adult education targets individ-
uals who are 15 years of age or older who have either not yet begun
or not concluded basic education, and includes literacy, primary and
secondary education, [. . .] with the appropriate characteristics for the
particular population’ (SEP 1993: art. 43). This definition was estab-
lished to guarantee the provision of such education, since in Article
3 the Political Constitution of the United States of Mexico establishes a
nine-grade basic education as compulsory and free of charge (SEP
1917; 2005).

Context

Mexico’s official name is United States of Mexico, and it covers ter-
ritory of 1,967,183 sq. km. As reported in 2000 by the National In-
stitute of Statistics, Geography and Informatics (INEGI) in the 12:h
General Population and Housing Census (INEGI 2001), 25% of the
population is concentrated in a megalopolis and two metropolises;
35% lives in more than 500 medium-sized cities, and the remaining
40% is spread throughout the country, in almost 177,000 little towns
and villages. More than 20% of the population is said to be living in
extreme poverty.

According to the second counting of population and housing
conducted by INEGI in 2005, the country had 103 million people,
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2 million less than expected because of several problems, including
migration. Domestic and international migration affects Mexico’s
economic and social processes. Currently, 9.9 million emigrants,
who were born in Mexico, are in the USA; 390,000 persons have
migrated each year since 2000.

One of the largest problems Mexico faces is structural, social and
economic inequality (Pieck 2001). On the basis of data from INEGI
and the National Population Council (CONAPO), a reliable pover-
ty indicator is the distribution of income, which presents a strong
concentration in the richest 10% of the population. The poverty sit-
uation is also reflected in other factors: educational levels, access to
basic services, such as drainage, water and electricity, the characteris-
tics and conditions of homes, etc. Poor families are generally larger
and tend to show a greater presence of children under the age of 12.
The number of children who attend school is lower in these homes,
whereas the proportion of working adolescents is larger. Further-
more, heads of poor households have lower educational levels, and
poverty tends to be greater in homes with young family heads (see
also SEDESOL 2002)

Also according to INEGI and CONAPO (1999; Corona and
Tuirdn 2001), access to educational opportunities have been unequal
for different population groups. A difference of more than ten years
of schooling can be observed between the lowest and the highest in-
come decile. It is also possible to see the educational inequity be-
tween generations: higher schooling of youth than of adults. There
are still differences between the levels of schooling reached by men
and women, and among the country’s regions. Such is the case with
the southern states, in which more than 14% of the population char-
acterizes itself as being “without instruction”.

The “educational deficit”

Mexico can be said to comprise three countries demarcated by edu-
cational levels: About one-third is composed of youth going to school
(from kindergarten to postgraduate programmes). Another third has
at least a basic level of education, above Grade 9. But the last third,
composed of 30.1 million people aged 15 years or older, has no basic
education, and this figure is increasing each year despite the efforts
of public policies and private education services.
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Within the uneducated group, a fourth Mexico exists; it is com-
posed of multi-ethnic indigenous groups who are in the most margin-
alized educative situation because it has been very difficult to con-
struct relevant educational programmes which respect their cultures
and at the same time empower people and communities. The indige-
nous population is located in 24 states and concentrated in 56 ethnic
groups, mainly in the country’s central and southern areas. These
groups have a linguistic diversity of 62 languages and more than 130
linguistic variations.

This educational disadvantage in adult education is called the
“educational deficit” or “educational backlog”. The term “deficit” is
not derogatory towards the individuals who have not completed ba-
sic education; rather, the term is appropriate since it refers to a task
on the part of the education system: to eliminate the deficit and
achieve a situation in which all individuals have acquired basic educa-
tion (CONEVyT 2006).

INEGTI’s second population and housing count in 2005 reported
that Mexico’s illiteracy rate was 8.4%, thus 5.7 million people. There
were 9.8 million people without primary level education, and 14.6
million without secondary level education (Grade 9). In economic
terms, it is commonly said that most of these people work in the in-
formal sector, and many enterprises do not want to invest in training
for these workers because they claim it is worthless. While national-
ly in 2005 the percentage of illiterate males was approximately 6.8%,
for the indigenous population it exceeded 30%, and about 40% of in-
digenous women were illiterate, compared to a national average of
nearly 10%.

If levels are differentiated in the groups with an educational
deficit, women prove to have lower educational levels than men.
While in 2005 women represented 61% of illiterate adults, men rep-
resented 47% of adults who had not completed secondary educa-
tion. As for age, although 24% of people with an educational deficit
were younger than 30 and 43% were younger than 40, the older
groups showed greater educational deficits—reaching 71% for those
aged 55-59, 78% for those aged 60-64, and 85% for those aged 65 or
more. While two-thirds of illiterates were over 40, 57% of adults
who had not concluded secondary education were younger than 40.
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Given the high concentration of adults with high levels of illit-
eracy and a lack of completed basic education, one could say that the
potential demand for basic education would come from this group.
Another important point is that two-thirds of the potential demand
for basic education comes from urban groups, another third from
housewives. The potential demand for secondary education comes
mainly from youth.

The demand for basic education from people who either never
entered or were expelled from the school system is similar to that
from students registered in initial education. This high demand from
adults for basic education is even more significant when one considers
that the size and diversity of this educational deficit presents a tough
test for accreditation processes for basic education (CONEVyT 2006).

Mexico’s Educational Model for Life and Work (MEVyT)

In Mexico the Secretariat for Public Education (SEP) has given the
main responsibility for basic education for youth and adults (SEP
1975), as well as their certification (SEP 2005a—c), to the National In-
stitute for Adult Education (INEA). It was created in 31 August 1981
(SEP 1981) as a decentralized organ of the federal government to pro-
vide literacy, primary and secondary education services, as well as
non-formal training for work and community education to the pop-
ulation aged 15 and older who has not had access to or has been left
out of the regular education system. From the outset, INEA has been
charged with defining educational models to address the educational
deficit, carrying out research on the matter, creating and distributing
teaching materials, and recognizing and certifying basic education
studies for adults and youth (SEP 1986: art. 2).

In 1995, INEA began a process to make its educational propos-
als more flexible and specifically to provide services to the most mar-
ginalized groups, such as the residents of rural areas, indigenous peo-
ple, working mothers and the migrant population (INEA 1995).
Thus INEA designed the Educational Model for Life (MEV) (INEA
1999, 2000a~c), implemented special programmes and began its de-
centralization process. In 2001, INEA launched the MEV, but be-
cause it subsequently gave a greater emphasis to the work dimen-
sion, it changed the model’s name to the Educational Model for Life
and Work (MEVyT) (SEP 2002; CONEVyT 2000a). Within this
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model, basic education for adults and youth is considered the best
way to promote literacy and continuing education (INEA 2005a-b).

The MEVyT was designed as an educational proposal that seeks
to offer education that is more relevant to the conditions in which
those with the aforementioned educational deficit live and work, in
addition to representing an option for the rest of the population that
wishes to continue learning. The main purpose of the MEVyT is to
offer adults and youth educational options that bear on their needs
and interests and are aimed at developing their competencies so that
they can achieve better personal, family, working conditions (SEP
2005a~c).

This model accords with social, political, economic and techno-
logical transformations, as well as with international innovations and
commitments, research and specific experiences and developments
in the field of adult learning. In doing so, it makes use of UNESCO’s
concepts of learning to learn, learning to understand, learning to do,
learning to be and learning to live with others (Delors 1996). It fo-
cuses on literacy and numeracy in order to help adults to fulfil their
basic learning needs and to develop key competencies and basic skills.

Reading and writing, numeracy, oral expression and contextual
understanding are considered to be essential learning tools. This is
why the basic content of the MEVyT aims to foster the development
of communication, problem-solving, reasoning and participation
skills; they enable adults and youth to live and work with dignity, to
continue to learn, to profit from job opportunities, to take care of
their own and their family’s health, to make their own fundamental
decisions, and to become aware citizens. The MEVyT also takes ac-
count of various cross-cutting issues, including human rights, atti-
tudes, values and ethics, human development, identity and diversity,
gender, and sense of future. It is designed so that learners will:

* engage in a meaningful education, one that responds to their
needs and interests and the country requirements;

* integrate competencies to improve their performance in dif-
ferent aspects of their lives;

* strengthen attitudes and values to enhance their personal, fam-
ily and social development; and

* acquire skills that enable them to continue learning through-
out their lives.
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In this model adults and youth are considered persons who pos-
sess knowledge, competencies, experiences, skills and values on
which they base new learning. They are human beings who are capa-
ble of learning from their experiences and errors, and from others, in
different circumstances throughout their lives.

One of the chief aims of the MEVyT’s curriculum is to stimulate
the skills required for lifelong learning; hence, an attempt has been
made to associate the acquisition of knowledge with the use of intel-
lectual and reflective skills (INEA 2005s). The MEVyT’s method-
ological arrangement, strategies, contents and materials give priority
to adult life situations, which are used as starting points and are con-
verted into educational situations. Additionally, what is undertaken
is an education that contributes to strengthening the learner’s digni-
ty, his/her harmonious coexistence with his/her environment, re-
spect for him/herself, others, and respect for the plurality of ideas,
freedom of expression, the common good, and his/her inclusion in
various social spheres.

According to the MEVyT, learning is a continuous social and
cultural process that is inherent in all of us and is achieved through
one’s interaction with others and one’s context. Deliberate learning
is a process of reflection and reconstruction centred on experiences,
knowledge and situations which allow one to understand reality and
act on and within it, transforming it and oneself. The MEVyT pro-
poses the treatment of contents and subjects derived from the learn-
er’s experiences, skills and knowledge; it places greater emphasis on
learning than on teaching, because it recognizes that, throughout
their lives, each person develops the ability to learn, and that each
person lives that experience differently.

The construction of new learning is mediated by the individ-
ual’s permanent activity, when the learner uses and applies learning
contents. This orientation leans towards changes in learning, know-
ing, thinking, feeling, doing, acting and coexisting. Similarly, the
MEVyT recognizes the diversity of educational practices. Conse-
quently, it does not fix a singular and homogeneous method for all
learning groups but seeks to diversify existing practices and accept
that they are based on the people’s own demands and characteristics.
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MEWYT for the Spanish-speaking population

The MEVyT for the Spanish-speaking population (see ‘Curriculum
Organization’ below) is modular, diversified, flexible, open, and in-
tegrated, and has well-defined educational objectives. Each of its
modules integrates a collection of contents and activities in subject
matter that bears on the learners’ lives and is oriented towards the
development of their competencies.
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Modules are defined in terms of: fundamental or basic areas of

knowledge (language and communication, mathematics, and sci-
ences); priority sectors of the population, such as youth and women;
and the learning interests of these populations focused on “hard” top-
ics for life and work, such as family, children, health, rights and risks.
The latter two are called diversified modules. In addition, there are re-
gional modules that are developed by different states’” experts in view
of the needs peculiar to their state or region. Sometimes it is found
that a regional module could be fruitfully employed nationally and
thus should be tested in other states.
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Modules are organized into three levels:

1. The initial level is for those who need or wish to learn to read
and write, and basic mathematics, or need to develop these
qualifications further to use them in a functional manner.

2. The intermediate level is for those who already know how to
read and write, have a basic knowledge of mathematics, and
wish to continue learning or to certify their primary educa-
tion.

3. The advanced level is for those who wish to continue learning
and strengthen some areas of knowledge or have their sec-
ondary education certified.

In addition, modules are being developed under the following
headings: Life and Health; Water; The Richness of Our Land; Our
Mountain (regional); Citizenship: Let’s Participate Actively; When We
Face Delinguency - Justice within Our Reach; My Legal Defence; Life in
Confinement (regional); Let’s Learn from Conflicts; The Sinaloa I Wish
(regional); Your Home, My Job (on domestic work); Teaching to Be;
Growing Up: From 0 to 18 Months of Age; Growing Up: From 18
months to 3 Years of Age; Growing Up: From 3 to 6 Years of Age; Preg-
nancy: A Life Project; Out of Drugs; Our Life on the Border: We are Mi-
grants (regional); Emotional Health; Do It for Your Procreative and
Sexual Health; Credit for Your Business; Beating the Competition; At-
titudes on Work; Organizing Your Pocketbook and Family’s Finances;
Maintaining, Upgrading and Fixing a Computer (INEA 2005a).

To verify results, assessment of learning is considered a forma-
tive, permanent, and continuous process, which allows adults and
youth to identify their progress and limitations in learning. Assess-
ment for accreditation and certification purposes is conducted by
people external to the educational process; it is a “third party”
process to a certain extent. The final assessment, accreditation and
certification depend on having fulfilled the following guidelines,
which the Secretariat of Public Education (SEP 2005a) has specified:

1. Learners should receive credit for each MEVyT module after
the evidence s/he presents in his/her educational materials
has been reviewed and found to meet all requirements, and
after having passed the exam for that particular module.

2. To take the module exam, the learner’s materials for the en-
tire module must have been reviewed and found to meet all
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requirements, thus recognizing the young person’s or adult’s
efforts during the learning process regarding the module in
question.

3. To receive certification for primary education, learners must
successfully complete the basic modules at the intermediate
level and two diversified modules.

4. To receive certification for primary education, learners must
successfully complete the basic modules at the advanced level
and four diversified modules.

There is also a diagnostic exam that allows each learner to be
placed at the level the best suits his/her abilities or to find out whether
s/he has the knowledge and skills that correspond to basic educa-
tion. If the person passes the sections of the diagnostic exam, s/he
can receive credit for one or more modules or finish primary or sec-
ondary education and receive the corresponding certificate. This
exam is only applied if the candidate can read and write. The diagnos-
tic exam is applied in five sessions:

1. Language, communication and mathematics at the initial
level are evaluated.

2. Language, communication and science at the intermediate
level (primary) are evaluated.

3. Mathematics and science at the intermediate level (primary)
are evaluated.

4. Language, communication and science at the advanced level
(secondary) are evaluated.

5. Mathematics and science at the advanced level (secondary)
are evaluated.

The MEVyT’s operational settings
INEA offers the MEVyT for the Spanish-speaking population in dif-

ferent operational settings: study circles, meeting places and commu-
nity halls. A multi-module and multi-level study circle is made up of
students who get together to work with a facilitator at a time mutu-
ally agreed upon, regardless of differences in the students’ levels or
modules. However, a youth or adult can also opt to study independ-
ently. Adults and youth who study on their own take the exams once
they have concluded the material for a given module.
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A meeting place is a locale where various study circles gather and
where users register, take exams and receive their certificates. A meet-
ing place is overseen by a person who is charged with: promoting the
incorporation of students; encouraging the continuing association,
training or vocational education, and technical-pedagogical orienta-
tion of the facilitators; distributing educational materials; and dispens-
ing bonuses to facilitators, according to the results they have achieved.

A community hall is an educational space where opportunities
are offered for multiple learning, integral vocational education and
vocational education for work. They recover the community spirit
of the educational process and make use of new ICTs. In these halls,
various means are used to access knowledge: direct learning facilita-
tion with printed educational materials; computer technology, the
Internet, digital libraries, the CONEVyT (National Council on Ed-
ucation for Life and Work) educational portal; and audio-visual aids,
such as television through EDUSAT, and video libraries. By 2005,
more than 2,300 community halls had been established throughout
the country (CONEVyT 2002b).

The purpose of community halls is to broaden the provision of
basic education to the population lacking it by taking advantage of
technological media in learning processes and opening options to ac-
cess information and to innovative educational resources. At the
same time, community halls seek to attract people within the com-
munity who are not yet actively involved in basic education in order
to introduce them to the pedagogical use of new technologies and
promote collective learning. A community hall offers education and
training programmes, while not being limited to INEA’s basic edu-
cation programmes; they also participate in the CONEVyT project
to coordinate diverse services, including guidance regarding self-em-
ployment and micro-loans, distance health, certification of vocation-
al qualifications, and open upper-secondary education.

In the interest of fostering continuing learning, the community
hall educational project seeks to combine direct education with dis-
tance education, group and individual work, and the search for infor-
mation on the Internet. New technologies offer multiple opportuni-
ties to search, interpret and manage information, participate more
actively in current formative processes, and set new forms of learning
into motion, as well as to relate to, communicate, and solve some
problems or needs from personal, labour, family, or social life.
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One of the challenges of the community hall educational project
is to help people to gain the skills necessary to learn with ICTs and
to apply them in their daily lives and working environments. Com-
munity halls also mount activities that encourage people to cooper-
ate with others and to participate in the halls’ educational projects,
and that strengthen non-formal education, which contributes to life-
long learning.

Services for Mexican Communities Abroad

INEA, in coordination with SEP’s General Directorate for Interna-
tional Relations and the Mexican Communities Abroad Programme
under the Secretariat of Foreign Affairs, delivers literacy, primary
and secondary education services through the traditional open
teaching system and the e-Mexico Community Halls Project in
parts of the USA. The purpose of the programme is to contribute to
the integration of Mexican citizens abroad through Spanish learn-
ing, as an additional bridge to the English language.

This service is aimed at Mexican and non-Mexican adults and
youth who are at least 15 years old and are interested in: obtaining a
primary or secondary education certificate, gaining more skills for
their job, increasing fluency in their mother tongue, making learn-
ing a second language easier, stimulating their self-esteem and pride
in their origins and culture, or supporting their children by exam-
ple. The educational service abroad is provided in educational
groups, in community halls and to independent students, with the
support of a collaborating portal.

In the first case, people can learn and obtain a study certificate
with the support of a trained facilitator. In group settings with the fa-
cilitator’s guidance, students learn by exchanging ideas, experiences
and knowledge, as well as with printed materials, in facilities set up
by the organization that is collaborating with INEA.

In community halls youth and adults study with the support of
learning facilitators, ICTs, the Internet, videos and education via
satellite. Established or adapted by organizations abroad and equipped
with computers, televisions, video recorders and the necessary furni-
ture, these halls provided educational opportunities to Mexican com-
munities and communities of Mexican origin abroad. In 2005, there
were 78 community halls in different US cities.
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Collaborating portals are the responsibility of pubic or private
organizations abroad that host the contents of the CONEVyT por-
tal in order to improve access for more people to the Internet and to
online study. This portal is a resource for and source of academic and
cultural collaboration, since the institutions involved contribute con-
tent to the portal.

As for independent students, they take exams once they have
finished learning the material in a given MEVyT module. Those who
choose this form of service can go to any community hall or educa-
tional group to receive learning assistance or guidance about taking
the exams and to fill out any necessary documents.

Educational actions abroad are carried out in collaboration with
consulates and public, private and non-governmental organizations
abroad, which sign an agreement that defines the educational proj-
ect, activities, commitments, responsibilities and the resources each
institution will contribute. For such actions, INEA contributes the
model and the educational material, the accreditation and certifica-
tion services for primary and secondary education, and vocational
education strategies for facilitators, instructors, administration staff
and those responsible for community halls. For its part, the organi-
zation abroad provides facilities, furniture, computers, TVs, video
recorders, DVDs, media libraries, Spanish-language libraries, furni-
ture and, where appropriate, servers and the necessary equipment to
host a portal, print books or record CDs. Likewise, it contributes fa-
cilitators, administrators and those responsible for the community
halls. In short, the organization abroad provides the necessary hu-
man, financial and infrastructural resources, which are purchased if
so required—especially if it decides to include other educational ac-
tions, such as health, communication or vocational education.

MEWYT online

To facilitate access for youth and adults to the educational materials,
as well as to promote the users’ training in new ICTs, digital versions
of 17 printed modules were also prepared, making them easier to use
and distribute on a CD or the Internet. Moreover, on the CONVEyT
portal, it is possible to participate in 44 courses, which correspond
to basic and diversified modules that belong to all axes of the three
learning levels mentioned above.
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MEWYT for the indigenous population

A special proposal has been designed for the education of the indige-
nous population. It includes the same educational levels as MEVy T
for Spanish-speakers but with different learning pathways. This pro-
posal employs an intercultural approach which incorporates bilin-
gual pedagogical strategies and allows users to choose and move
through different levels and modules and thereby develop processes
of literacy and educational continuity.

The MEVyT for the indigenous population has two pathways
by which members of particular ethnic groups can gain greater com-
prehension and increase their learning skills. One is the Indigenous
Bilingual Integrated MEVyT (MIBI), which is designed for people
who have an intermediate or efficient level of bilingualism (coordi-
nated). Within the MIBI, the initial phase regards simultaneous
bilingual work—in the indigenous mother language and in Span-
ish—as equivalent. Its focus on literacy is therefore more complex
than the learning process aimed at Spanish-speakers (for they are
working in only one language) but more suitable to ensure the effi-
ciency of the educational process.

The second pathway for ethnic groups is the Indigenous Bilin-
gual MEVyT with Spanish as a Second Language (MIBES). It targets
monolingual people who are determined, by means of INEA in-
struments, to have little or no familiarity with Spanish. In the initial
phase, MIBES focuses on developing literacy in the indigenous
mother tongue, regarding Spanish as a second language. At first,
Spanish is introduced orally. For these populations, simultaneous
bilingual work on literacy, as in the MIBE pathway, would be inef-
ficient and very demanding for its users. And that is why written
Spanish is taught after the oral form.

Two new MIBES modules are already in operation in Tsetal and
Raramuri, while the remaining ethnic groups are served with older
materials. In addition, 15 MIBI and MIBES modules are being print-
ed and another 27 are to be developed by 2006.

For the indigenous population, the MEVyT also suggests six ad-
ditional strategies:

1. Continue working on the local development of modules and
educational materials for both literacy pathways at the initial
level.
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2. Use a bilingual intercultural approach to contents and educa-
tional materials for the intermediate and advanced levels.

3. Revise basic modules for Spanish-speakers, adapting them to
the respective indigenous culture and/or language.

4. Design diversified modules that cover the needs and interests
of different ethnic groups.

5. Reintroduce MEVyT diversified modules as open and elec-
tive modules.

6. Develop dictionaries and glossaries appropriate to the respec-
tive indigenous language.

In addition to traditional services, indigenous groups also receive
educational services through MIBI and MIBES. The initial levels of
MIBI and MIBES foster in youth and adults the development of ba-
sic competencies in reading and writing (in their mother tongue and
in Spanish), as well as in mathematics, to enable them to cope with
diverse situations, interact in different contexts and continue learn-
ing. To date, these services are provided in 14 states to indigenous
groups in the rural sector, even though there are also numerous in-
digenous groups in urban areas.

INEA’s delivery system

As noted in the Automated Follow-up and Accreditation System
(SASA), INEA has the mandate to serve about 3 million people each
year nationwide, an average of 250,000 per month, with around
120,000 learning facilitators. INEA provides its services in the 32
Mexican states through institutes created as a result of decentraliza-
tion or through state delegations that still depend on central offices.
Against the backdrop of decentralization, INEA has continued to
operate centrally—exercising its regulatory function, producing ma-
terials, conducting follow-ups, assessments and registration, process-
ing information, and distributing resources at the central level—so
that INEA’s services within the states refer to a common working
framework.

To support its delivery system, INEA designed and maintains
SASA, which makes possible the systematization of statistical infor-
mation derived from the services provided, while supporting the
provision of diverse educational opportunities. SASA, which is used
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throughout the country, both provides information to participants
on their progress and optimizes the administration of services.

Educational services are provided and managed by state insti-
tutes or delegations. They operate and follow-up on the open edu-
cational services for adults and youth, recognize and certify learning,
develop training processes for staff and support persons, create re-
gionally relevant content and materials, agree on actions at the state
and local levels to promote educational services, organize volunteers
to provide service to adults, and integrate the state educational infor-
mation system for adults through SASA.

There are 450 zone coordinators in the main municipalities,
cities, towns, or subdivisions; they are responsible for coordinating
and operating the educational services, as well as facilitating learning
and training staff members in circumscribed regions according to
service needs.

There are also 4,500 micro-regions, the responsibility for which
is divided geographically among zone coordination offices. The of-
fices are charged with enlisting volunteer facilitators, promoting the
participation of different sectors of society in the education of adults
and youth, and coordinating operations. Each office is headed by an
educational technician, who, in the case of indigenous areas, must be
fluent in the relevant indigenous languages. The educational techni-
cian must plan, negotiate, and set up operational units; promote the
participation of the public, private and social sectors; distribute and
supply educational materials; update SASA; and train the support
persons and supervise their performance in the municipalities, cities,
towns, or subdivisions assigned to them.

To monitor learning and competency development, INEA also
has 14,000 application points where adults and youth take about
600,000 module exams monthly. Assessment is carried out by apply-
ing national standardized tests, which change every month. Because
exam marking is computerized, scores, reports and certificates can be
automatically delivered.

The solidarity network is made up of local organizations and
volunteers who act as promoters and facilitators, provide services,
enlist new students, and provide direct and solidarity service to adults
and youth involved in the educational process. Volunteers partici-
pate as support persons, without remuneration or contract.
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INEA works under the principle of social solidarity, which is why
it establishes collaboration agreements with other institutions, organi-
zations and private individuals to develop educational activities at the
local level by borrowing facilities, such as schools, hospitals, cultural
centres, companies, public offices, churches and private residences.

Likewise, INEA works with volunteers who act as facilitators.
They have achieved a variety of schooling levels, ranging from upper
secondary education (which is true of the majority) to higher educa-
tion degrees (in some cases). Some of the volunteer staff carries out
these activities as the part of their compulsory social service and do
not receive remuneration, while other facilitators receive a monetary
bonus.

The support personnel

Personnel who lend support to INEA’s operations include:

Basic education facilitator: He/she is to motivate student partici-
pation in the programme, facilitate their learning through education-
al activities, and provide continuous guidance, whether in a group or
individually. He/she also participates in the pedagogical, vocational
education, and skills-upgrading programmes.

Bilingual facilitator: He/she is charged with attracting people
from his/her ethnic group and speak his/her language, and conduct
educational activities to ease the new students’ learning in the study
circle or individually. He/she also participates in the pedagogical, vo-
cational education, and skills-upgrading programmes.

Educational counsellor: His/her function is to motivate 10-14-
year-old students in primary education, promote educational activi-
ties and facilitate and guide group or individual learning. He/she also
participates in training and skills-upgrading programmes.

Meeting place coordinator: His/her duties include the organiza-
tion of study circles in physical spaces, where people can receive in-
formation, as well as educational and assessment services. In addi-
tion, s/he coordinates the performance of the services offered at the
meeting place, delivers services, and acts as a liaison to provide any
INEA supplies necessary.

Basic education promoter: His/her function is to organize the ed-
ucational services provided in rural areas with dispersed populations,
encourage students and facilitators to participate in study circles, to
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arrange for facilities for learning facilitation or exam taking, and to
coordinate the provision of educational materials to facilitators and
students, and oversee document processing.

Community promoter: His/her duties involve promoting and
disseminating educational services outside the community hall, en-
listing facilitators and students, supporting the cooperation between
the community hall and the institutional operational structure, as
well as developing social and productive educational projects that
promise to benefit the community hall users.

Bilingual promoter: His/her function is to enlist indigenous stu-
dents and bilingual facilitators, to arrange for learning and exam fa-
cilities, to support the distribution of educational materials, and to
receive and process students’ official documents. He/she is a liaison
with the institutional staff and connects them with indigenous com-
munity authorities to promote educational activities.

Bilingual support person: He/she is charged with carrying out
translation and language-use educational actions, as well as interpret-
ing for cultural comprehension in study circles in which Spanish-
speaking facilitators and indigenous students interact.

Technical support person: He/she is to collaborate on the organiza-
tion of activities in the community hall with a view to integrating the
use of technologies into students’, facilitators’ and institutional figures’
learning. He/she is responsible for guaranteeing the maximum integri-
ty, performance and use of the equipment. Technical support persons
can also enlist aid from social service workers and other volunteers in
order to carry out the educational and non-formal activities.

Zone coordination office support personnel

Many support personnel aid the zone coordination office in perform-
ing its responsibilities, including:

Liaison promoter: His/her duties involve coordinating the neces-
sary planning, educational services provision, administration, accred-
itation, and/or I'T processes that impact on the operation and quality
of services.

Support promoter: His/her function is to participate in the eval-
uation, accreditation, academic and administrative processes, among
others, that will permit contribution to the certification of students’
achievements.
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Examiner: This person works for a zone coordination office on
a temporary basis. He/she facilitates the certification process. He/she
maintains control, discipline, and order during evidence reviews and
examinations, and guarantees the reliability of results and compli-
ance with established regulations.

Examiner supervisors: He/she coordinate and supervises a group
of examiners during examinations, guaranteeing the correct use of
materials and compliance with the established regulations and poli-
cles.

There are bonuses to motivate meeting-place, community-hall
and study-circle support staff, as well as examiner supervisors, exam-
iners, promoters and other support persons. There are also perform-
ance incentives for educational technicians and pay based on results
from the meeting places, as well as for support persons and social serv-
ice providers who participate in the educational process for youth
and adults. To earn a performance incentive, an educational techni-
cian must fulfil objectives regarding service, accredited modules, and
users who complete a level.

Challenges

Some of the challenges that face Mexico regarding adult and youth
education are:

* Keeping the MEVyT alive when government changes.

* Reviewing the model so that changes respond to emergent and
essential needs of people from different groups and regions.

* Expanding work-related education. Especially at the lower
levels of qualification the goal should be reach full levels of ba-
sic education. The context for learning at this low level should
be on key transferable skills, which enable better participation
in social and work activities.

* Developing distance learning using I'T. This aspect involves:
re-engineering of the model; re-designing content in view of
new communication languages; promoting access to an open
knowledge society and to lifelong learning; and closing the
digital gap between richest and poorest communities and re-
gions by promoting technological literacy for the most mar-
ginalized groups.
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Generating new, different and diversified models for support
person training, using IT so that they can become “profes-
sionalized”.

Trends

Based on the foregoing, a number of trends can be observed:

The Mexican Government will continue directing almost all
education provision to adults and youth through INEA.
The quest to improve models and materials to serve those
with an educational deficit will be on-going, so that they will
be more relevant to the different target populations, particular-
ly those that are marginalized and have more diverse character-
istics than the rest of the population that will potentially re-
quire INEA’s services.

Research findings on education for adults and youth that per-
mit the users of INEA’s services to achieve meaningful learn-
ing will be disseminated.

The permanent updating of materials corresponding to
MEVyT modules will continue so that they are relevant to a
given population.

New modules will be created to respond to specific requests
based on regional needs or specific problems in a certain pe-
riod such as those concerning ICTs.

Education for adults and youth will focus its actions both on
young people aged 15-34 years who are soon to conclude their
basic education, and the most marginalized social groups, es-
pecially indigenous people and migrants. Within the institu-
tion, services directed to the general population and to specif-
ic groups will continue to co-exist.

Literacy of the indigenous population will guarantee that
their starting point is their mother language and that their
culture will be respected.

A closer connection between educational and other social
and/or economic development actions will be promoted.
In addition to the production of printed materials, the use of
ICTs will be intensified, both in the educational practice of
youth and adults and in training facilitators and support per-
sons, in order better to serve a growing number of users both



136 Literacy, Knowledge and Development

in the provision of materials and in the use of an alternative
form of assessment.

* In the training of institutional staff and support persons, self-
administered materials that support both workshop process-
es and training will be produced with the assistance of ICTs.

* The decentralization of education will conclude in the re-
maining states.

* A higher level of funding will be negotiated to support pub-
lic policies on basic education for adults and youth. Most re-
sources will continue to be provided by the federal govern-
ment, even if operations are decentralized to the states.

* Given the budgetary limitations of the federal and state gov-
ernments, funding from the international banking sector will
be needed for priority programmes and project.

Conclusion

In general it can be said that seeking to redress the educational deficits
in Mexico is not only an ethical but also an economic, political and
social challenge for the country. No democracy is politically sustain-
able without equally balanced and democratic social structures, with-
out opportunities available and accessible to all. Basic education for
life, work and citizenship is one important pathway to achieving
such equality and accessibility. But in a country like Mexico this kind
of action needs financial support: Mexico will not be able to attend
sufficiently to this problem without international support. It is not
a matter of expanding the nation’s budget but rather of making in-
vestments in the education of human beings and communities.
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South Africa’s National Adult Education

Programme

Morongwa Ramarumo and Vernon Jacobs

his chapter addresses adult and youth education (AYE) in South

Africa with regard to formal programmes on the one hand and
non-formal approaches on the other.

Prior to 1994, the South African education system was racially
segregated and did not provide the Black majority with quality edu-
cation. The consequence today is a legacy of approximately eight
million adults who lack a sound basic education. This has meant that
few citizens have had access to an educational foundation that en-
abled further learning, quality employment opportunities or even
full and active participation in the economic, social and political life
of the country.

In this pre-democracy period, the Adult Basic Education and
Training (ABET) programmes consisted mainly of night school class-
es which were presented to interested learners with the facilitation of
teachers from the mainstream school sector. This situation resulted in
a wide array of classes. Some focused on formal lessons through
which learners were taught the mainstream school system curricu-
lum with the goal of enabling such learners to register and sit for for-
mal exams at the end of the academic year. Learners who attended
these classes were a mixed group with different aspirations and fig-
ured among the following groups of learners.

Programmes focused on matriculation: These programmes in-
cluded: 1) Youth who had failed matric (that is, to matriculate) the
previous year and who felt that they needed to repeat the matric
year but did not wish to be physically present in a formal school
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while doing so. 2) Youth who had failed matric previously and were
either unemployed or working casual jobs and felt they needed a
matric pass to enhance their current living status. 3) Adults who had
failed matric and who felt they needed to complete a matric qualifi-
cation but could not go back to a formal school. 4) Adults who had
never obtained a matric and felt they needed a matric pass as a means
of basic entry into future learning and training opportunities.

Programmes focused on general education: Learners who attended
these classes included those who had had very little schooling, had
schooling up to a level lower than matric or had no schooling at all.
This group of learners was given the same learning programmes as
those for learners in the mainstream school system. Such pro-
grammes utilized the formal school syllabus and curriculum as the
basis for lesson planning.

Neither of these kinds of ABET programme had any real rele-
vance to adult learners. For the programmes were formal, academic
and pedagogic in nature and did not consider either the adult learn-
ers’ experiences or the needs which motivated them to participate in
ABET classes. Many, if not all, of the teachers were not trained in an-
dragogy, resulting in learners from the formal schooling system be-
ing utilized on adult learners. Learning programmes were be assessed
through formal classroom-based tests and exams (which were and
still are intimidating to many learners) and, in the main, produced
learners with higher academic qualifications, but who had not truly
added value to their personal quality of life by attending ABET
classes.

For these classes Learning and Teaching Support Materials
(LTSM) were used. The LTSM were comprised mainly of formal
school textbooks from the mainstream schools, and had a pedagogic
basis. They were based on the assumption that learners had no prior
experience or learning acquired through other formal (though not
recognized) programmes such as which may have been presented by
church groups, other community-based initiatives or non-govern-
ment initiatives. Learners attending classes had to provide their own
stationery and workbooks or were dependent on what scant re-
sources the educator could access and provide to assist learners.

It must be noted, however, that these interventions were not
necessarily disadvantageous to all learners who attended the classes.
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Many who achieved high academic status as a result of attending
these classes still speak nostalgically of “night school” and how
these classes contributed to their personal development.

At a conference on ABET in the KwaZulu-Natal Province in
South Africa, on 6-7 March 2005, the KwaZulu-Natal Premier, Mr.
Sbu Ndebele, spoke of how, during their incarceration on Robben
Island during the apartheid era, political prisoners used paper from
cement bags as writing materials, writing with pieces of coal or
chalk-like rock obtained from the island quarries in which they were
forced to work. Other learners from the 1960s and even into the late
1970s speak of using “slates” (a tile shaped piece of shale) as writing
materials.

Many educators from the “night school” era have become pio-
neers in the development and shaping of education policy in South
Africa, making much needed steps towards the formulation of adult-
focused—particularly basic—education programmes.

The democratic order: Policy formulation

The formulation of a policy for ABET has been part and parcel of
a larger process taking place: the development of a new policy
framework for all aspects of the education and training system in a
democratic South Africa. The initiatives from the early 1990s were
particularly important in generating the current concept of ABET
in South Africa. The formulation of a policy for ABET was shaped
by three policy frameworks, namely the National Education Policy
Act No. 27 (RSA 1996), the White Paper on Education (DOE 1995)
and the South African Qualifications Authority Act No. 58 (RSA
1995). In addition, the National Education Policy provides for an
ABET system within which the various elements that impact on ef-
fective ABET delivery can be harnessed and articulated. It thereby
recognizes the roles to be played by a multiplicity of stakeholders
from public, non-governmental and private sectors. The ABET pol-
icy (DOE 1997a) developed by the ABET sector was to serve the
needs of a wide range of learning constituencies, including organized
labour in the formal economy, the self-employed and the underem-
ployed, unemployed adults and youth in urban areas and settlements,
the rural unemployed, and female heads of households in both urban
and rural areas. Above all, the policy sought to develop an enabling
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environment in which high quality adult basic education and train-
ing programmes would flourish throughout the country. These
policies led to the promulgation of the ABET Act No. 52 (RSA
2000), which provides for the establishment of governance struc-
tures for public and private ABET centres.

The National Qualifications Framework (NQF) allows for the
accumulation of credits for learning in the ABET sector which will
form the basis of learning careers. It is flexible enough to allow learn-
ing acquired outside the framework to form the basis for entry into a
learning programme in accordance with learners’ needs and choices.
The NQF is seen as the requisite scaffolding upon which a system for
accessible and equitable lifelong learning can be based.

The democratic order and transformation

The advent of a democratic order in South Africa has opened win-
dows of opportunity for the majority of South Africans. Education
is an essential component of the reconstruction, development and
transformation of South African society. The Bill of Rights in the
Constitution of the Republic of South Africa (RSA 1996) outlines the
rights of citizens to ‘basic education, including adult basic education
and to further education, which the state, through reasonable meas-
ures, must make progressively available and accessible.” The White
Paper on Education and Training (DOE 1995) states that ‘the right to
basic education . . . applies to all persons, i.e. to all children, youth
and adults. Basic education is thus a legal entitlement to which every
person has a claim.’

Developments within the ABET sector

Together with the ABET sector (NGOs, parastatals, the private sec-
tor and other government departments), the DOE sketched a vision
for ABET: it is to help to bring about ‘a literate South Africa with-
in which all its citizens have acquired basic education and training
that will help them effectively to participate in socioeconomic and
political processes to contribute to reconstruction, development and
social transformation’ (DOE 1997a).

The core values adopted for South Africa are human dignity,
liberty, justice, democracy, equality and national development. For
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many individuals, ABET offers a rare opportunity to improve their
present conditions. To some it provides a chance to confront direct-
ly a world made difficult by the need to read, write and to do arith-
metic. To others, the programme teaches them how to manage, in-
deed how to survive in, this world and to still others, the pro-
gramme is about people coming together and to relate to each other.

Introducing a focus on basic literacy interventions

In the pre-democracy era, ABET was unstructured, as noted above,
and learners attended classes based on their personal drive, needs
and initiative. In the democracy era, those involved in the process of
formalizing and structuring of a more stable and reliable system rec-
ognized the need for a dedicated focus on learners who are classified
as totally illiterate. While the ABET map sought to enable all learn-
ers to navigate their way through life, the totally illiterate learners,
having had no prior schooling, found themselves somewhat side-
lined, for educators found it easier to cope with learners who had
had some schooling and could read and write. The situation was
even easier in the case of learners who wished to improve on their
matric results and thus followed a formal school syllabus. The result
of all this was that the folk people who had never been to school
continued to be disadvantaged, even though the post-democracy or-
der entitled them to the right to a quality education.

Between 1999 and 2001, the Department of Education estab-
lished a mass literacy campaign, the South African National Litera-
cy Initiative (SANLI). The purpose of this initiative was to attempt
to reduce drastically the rate of illiteracy in South Africa by 2004.
The 1996 census results had indicated that the number of people who
had never been to school came to four million—at the time, 10% of
a population of 40 million. The initiative targeted one million people
in an attempt to reach 25% of the country’s illiterates.

The campaign would rely on strong relationships with partners
from the NGO sector, other government departments and partners
from private provisioning. Staffing for the campaign would rely on
volunteers, especially in areas close to where potential learners
resided. This would make it possible for potential learners to be
taught by persons with whom they were familiar, who understood
and spoke their language, were familiar with local cultures, traditions
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and needs, and who would not need to travel long distances. For
their involvement, educators would be given a stipend to cover any
incidental travel expenses incurred. This situation facilitated the pro-
visioning of classes in such close proximity that learners would not
necessarily require motorized transport to access classes. Learning
programmes targeted for this campaign were not necessarily direct-
ly compliant with the new formal approaches being implemented
or envisioned in the formal ABET programmes, but would provide
a basis of education which would enable learners to access the formal
programmes in the Public Adult Learning Centres (PALCs).

The initial launch of SANLI involved pilot programmes begun
in selected sites in two provinces. This was followed in February
2002 by the launch of the programme in all provinces. This compo-

nent of the programme was run in partnership with the ABET In-
stitute at the University of South Africa (UNISA).

Funding the campaign

The SANLI campaign was funded primarily through donor fund-
ing, with initial funding provided by the British Department for In-
ternational Development (DfID) and the Danish International De-
velopment Agency (DANIDA). Government resources focused on
galvanizing resources related to personnel and the provision of office
space for the project in provinces where SANLI offices were estab-
lished. DfID funds were used primarily to finance the UNISA-led
programme while DANIDA funds were used to finance SANLI’s
KwaZulu-Natal Literacy Project.

Project achievements

At the launch of the SANLI/UNISA partnership in 2002, the target
was to provide basic literacy classes to 75,000 learners between Feb-
ruary 2002 and December 2003. By December 2002, however, the
project had reached 100,000 learners and a target for reaching a fur-
ther 100,000 learners was set. By the end of 2003, the project had
reached a total of 332,000 learners.

The success of this programme is linked to a number of factors,
one of which was that classes were provided where learners resided;
so learners did not have to travel far to classes. A second factor was
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that classes were free of charge. Often in the past, the abject pover-
ty of the target groups resulted in limited learner participation in
ABET and literacy programmes; the would-be learners simply did
not have the money to pay for even minimal expenses. The aboli-
tion of this cost factor, made the programme accessible to many
more learners than previously.

Yet another positive factor was that learners were not compelled
to write a formal exam at the end of the programme. Learner
progress was assessed through cumulative assessments.

Through DANIDA funding, the programme targeted 5,000
learners and reached at least 3,500 learners. Through internal fund-
ing of the SANLI programme, the programme targeted 5,605 learn-
ers and reached at least 4,000 learners.

Challenges

Notwithstanding the success of the SANLI/UNISA programme, the
SANLI programme in its entirety was not a huge success. One of the
major challenges in this regard was a lack of sufficient funding. By the
end of 2003, DIID had begun to indicate that funds for continuing
the programme would not be forthcoming. This led to a serious cut-
back on targets set and greater reliance on the smaller funding from
DANIDA and internal departments.

The programme also highlighted the importance of linking
partnerships at one tier of government with all other tiers. In the
SANLI programme, while its success has been favourably reported
and documents to the effect of such success have been produced, the
departmental officials who should have been responsible for the pro-
gramme at the sites of implementation have not always been fully
informed about the programme’s implementation in the provinces
and districts for which they were responsible. This has sometimes
led to disputes over the veracity of claims made, since learners have
not been seen to move to programmes which would effectively track
their progress from non-formal basic literacy programmes to the
more formal ABET programmes. A factor contributing to this can
be linked, however, to the fact that learners tend to exit the system
when they are required travel to attend classes, which would not
have the case with the SANLI programme.
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Another factor is that learners would now be participating in
programmes in which assessment is more exam-focused. Learners
who attend basic literacy and ABET classes have generally been
found to have examination phobia and therefore are reluctant to at-
tend classes where this is required.

A third factor is that the current programmes do not yet have
space for ascertaining what it is that learners expect from the pro-
grammes. Hence, while some learners who may have achieved what
they expected and then exited, it would likely be asserted of them, al-
beit inaccurately, that they had dropped out. The ABET programme
is beginning to explore the possibility of including a pre-course coun-
selling component that would attempt to ascertain learner aspirations
and provide means for addressing the same.

The ABET Plan

In 2005, South Africa celebrated the 50th anniversary of the Freedom
Charter (ANC 1955). The charter was a guiding light during the
struggle for freedom in South Africa. In the section entitled ‘The
Doors of Learning and Culture Shall Be Opened!’, the charter bold-
ly asserts that: ‘Adult illiteracy shall be ended by a mass state educa-
tion plan’. Over the past ten years, the DOE has developed such a
plan in a response to the challenges surrounding ABET provision.
Thus far more than a million adult learners in literacy programmes
have been reached. The DOE, together with the ABET sector, devel-
oped a National Multi-year Implementation Plan for Adult Education
and Training: Provision and Accreditation (DOE 1997b).

Through the Adult Education and Training Directorate, the
DOE has initiated a number of activities to develop an ABET sys-
tem that is based on principles and practices of equity, development,
reconstruction, access, integration, partnership, sustainable use of
resources, a flexible curriculum, outcome-based standards of attain-
ment, the recognition of prior learning and cost-effectiveness.

Lifelong learning

The DOE sees ABET as both a part and the foundation of lifelong
learning. Therefore, many of its policy concerns attempt to inte-
grate ABET into lifelong learning as a sustainable level of literacy,
numeracy, basic, general education and certified career paths.
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Curriculum and assessment

The DOE has developed a broad national curriculum framework to
assist the provision of quality ABET learning programmes within
the provisions of the South African Qualifications Authority
(SAQA). SAQA has adopted an outcome-based approach to educa-
tion and training, and its National Qualifications Framework (NQF)
demonstrates where ABET fits in the overall education and training
framework. ABET curriculum is unit standards-based and registered
through SAQA.

Qualification prescriptions adopted by SAQA dispenses with
the notion of “core curriculum”. Because the outcome-based ap-
proach is expressed in unit standards, ABET has no prescribed core
curriculum. Thus ABET providers are given the freedom to design
their learning programmes, and learners have equal freedom to
choose their own routes for attaining learning outcomes. Practition-
ers, educators and teachers use their own expertise in assessment
methods and the development of mechanisms to provide recognition
of prior learning (RPL) in not in place yet.

The National Qualifications Framework

SAQA was established by the South African Qualifications Author-
ity Act No. 58 (RSA 1995). Its purpose was to oversee the develop-
ment of the National Qualifications Framework (NQF) through
consensual and consultative decision- making.

The NQF enables both public- and private-sector education and
training providers to establish accrediting bodies to develop appro-
priate national standards in their specialist fields. Thus programmes
have to be recognized as according with such defined standards, and
this will enable their learners to earn credits towards national quali-
fications.

The DOE’s ABET programmes are accredited by Umalusi
Quality Assurance. Here accreditation depends on whether learners
are able to meet nationally registered unit standards. Quality assur-
ance involves monitoring and moderation of assessment systems.
For ABET, assessments will be conducted internally by national and
provincial departments and externally by Umalusi.
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Table 1. Explanation of the rules of combination for ABET GETC

Unit standards-based GETC

Categories of learning

%

Credit

Fundamental

e Language, literacy and communication

® Mathematical literacy
[Selection to include unit standards from both sub-fields of
learning]

30

20
16
36

Core

e Arts and culture

¢ Economic management sciences

® Human and social sciences

e Life orientation

® Mathematics and mathematical sciences

e Natural sciences

e Technology

¢ An additional language
[Selection of unit standards from a minimum of four learning
areas (chosen in relation to elective if a learner is following that
route) out of the specified learning areas.]

45

54

Elective

e Agriculture

¢ Small, medium and micro-enterprises (SMME)

e Ancillary health care

¢ Tourism
[Selection of unit standards from any of the 12 organizing
fields or sub-fields of learning, including other electives devel-
oped for adult basic education.]

25

30

TOTAL

100

120

Moderation

Moderation is conducted to ensure that assessment is credible, fair,
reliable and valid. It ensures that all assessors who assess a particular
unit standard or qualification are using comparable assessment
methods and making similar and consistent judgements about learn-
ers’ performance. Moderation of assessment occurs at the level of
both the provider (internal moderation) and Umalusi (external
moderation). Umalusi also offers certification to learners who have
completed learning areas and to those who have completed a Gen-

eral Education and Training Certificate (GETC).
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GETC qualification
According to SAQA regulations, the GETC is awarded on the basis

of credits, where a credit is described as recognition that a learner
has satisfied a set of criteria within a specific area. The GETC when
a learner has obtained 120 credits at ABET Level 4, which reflects a
balanced and weighted spread over the fundamental, core and or

elective classes. The ABET GETC is unit standards-based.

The Expanded Public Works Programme:
The President’s injunction

In line with the Freedom Charter, the President of South Africa, Mr
Thabo Mbeki, said in his State of the Nation address on 21 May
2004, ‘The Department of Education will expand the reach of the
Adult Basic Education and Training programme, ABET, aligning it
with the training objectives of the EPWP’ (Mbeki 2004). The Ex-
panded Public Works Programme (EPWP) is one of government’s
short- to medium-term programmes aimed at reducing unemploy-
ment and thereby alleviating poverty.

The President’s mandate to the DOE has two interrelated ele-
ments: expanding the reach of ABET, and aligning ABET with the
training objectives of the EPWP.

The DOE’s first task is to ensure that our adult basic education
programmes reach a greater number of adults than is currently the
case. The second task is to review the contents of the ABET pro-
grammes, and specifically to create an alignment between these pro-
grammes and the training objectives of the EPWP. To do the latter,
it is necessary to develop a common understanding of the EPWP’s
training objectives. They are:

* To draw significant numbers of the unemployed into produc-
tive work to enable them to earn an income within the first
five years of the programme.

* To provide unemployed persons with education and skills
within the first five years of the programme.

* To ensure those participants in the EPWP are able to translate
the experience and are enabled to set up their own businesses/
services or become employed.

* To utilize public sector budgets to reduce and alleviate unem-
ployment.
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It can therefore be concluded that the training objectives of the
EPWP to which President Mbeki referred in his 2004 State of the
Nation address are encompassed in the second of the four objec-
tives listed above.

Ministry of Education:
Working together with all government departments

The Ministry of Education, together with the Ministry of Science
and Technology, focuses on mathematics, science and technology.
The Ministry of Education has incorporated adult learners in the
aforementioned programmes. The aim is to address scarce skills
which the country requires for its economic development.

The Ministry of Education and the Ministry of Labour devel-
oped the Human Resources Development Strategy, which addresses
adult learning and skills shortages in the country. Both ministries
have set up a quality assurance structure that ensures global compet-
itiveness.

To ensure a better life for all South Africans, all government de-
partments are working together in the implementation of urban and
rural development. The integrated rural development and urban re-
newal strategy, which the President of South Africa initiated in 2001,
is bearing fruit. The DOE has produced 7,800 skilled learners and
240 ABET educators who have been trained in small, medium and
micro-enterprises and primary agriculture. Furthermore, the DOE
and the Department of Labour’s four Sector Education and Training
Authorities (SETAs) have trained adult learners in building con-
struction, electricity, primary agriculture and tourism in 60 PALCs
in the country as part of poverty alleviation. These people will be-
come entrepreneurs, be self-employed and employ other in their
small and micro-enterprises.

Conclusion

Since the inception of the Adult Education and Training Directorate,
the DOE has been leading in ABET programme development. The
DOE’s adult education programmes focus not only on literacy and
numeracy skills but also on self-development skills.

The Minister of Education recently commissioned the estab-
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lishment of a Ministerial Committee on Literacy that will review
other models of mass basic literacy delivery and prepare a report on
the findings from their review, making recommendations for a re-
newed attempt at massifying the literacy programme in South
Africa, to achieve goals implied in the Dakar Framework for Action
(UNESCO 2000), United Nations Literacy Decade (UN 2002) and
Millennium Development Goals (UN 2006).
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Adult Literacy and Learning in Bangladesh:
The UNESCO and NGO Experience

Abmadullah Mia and Wolfgang Vollmann

he present chapter attempts: 1) to bring into sharp focus the sit-

uation of adult literacy and adult learning of the population
aged 15 years and above in Bangladesh; 2) to give an account of how
UNESCO is attempting to contribute strategically to literacy and
adult learning by developing both pilot projects in key areas and
policy-advice modules likely to improve the situation; and 3) to un-
derscore the efforts of leading NGOs to impart literacy through
quality programmes. This is important in view of the Government
of Bangladesh’s work towards Unlocking the Potential: National
Strategy for Accelerated Poverty Reduction (GPRB 2005) pursuant to
its commitment to Millennium Development Goals. At the same
time, Bangladesh is committed to Education for All (EFA) and the
goals set in the Dakar Framework of Action (UNESCO 2000) aimed
at poverty reduction. In what follows, it should become clear that
despite these commitments and the past initiatives undertaken in
keeping with them, the current status of public sector efforts is am-
bivalent with respect to providing the adult population with litera-
cy and learning skills and to “accelerating” its poverty reduction
strategy. This situation would seem to pose a great challenge to
Bangladesh’s ability to fulfil its commitment to EFA. Against this
backdrop, NGO intervention has become crucial to efforts to
achieving the goals of adult literacy and learning. The role of
NGOs in promoting non-formal education (NFE) in the past is a
matter of record; this chapter will focus on some NGOs currently
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involved in reviewing the prospect of significantly improving the
situation of adult learning. The issue of adult literacy and learning
will be considered here from the perspective of both “rights” and
“development”. In do so, the chapter draws on information avail-
able in various papers and official documents and primary data col-
lected on the current practices of ten NGOs which are implement-
ing adult education programmes.”

Reflection on literacy status: The problem
The magnitude of the problem of literacy

Census reports and other sample surveys conducted by the
Bangladesh Bureau of Statistics (BBS) usually report literacy infor-
mation based on the self-reporting of household members. Table 1
shows the adult literacy rates by census year from 1974 through 2001.
The estimated adult population aged 15-45, and the target adult
population for literacy by 2000, was 25.6 million, as can be seen in
Table 3 .

A careful look at universal primary education indicates that
more than six million school-age children (6-11 years) will remain
out of school and will join the pool of illiterate adults in the next
eight to nine years. Still more will drop out early before earning
basic literacy. In addition, a large number of neo-literates will fall
back into the illiterate group because they will not have attained
sustainable literacy due to the present poor quality of the literacy
delivery system. The number of adolescents and youth—a priority
group for literacy programme—will exceed ten million in the next
five years. The draft of Education for All - National Plan of Action
11 (2003-2015) (GBRB 2003) proposed a target of 40 million illiter-
ate adult population to be covered by 2015, which poses a great
challenge to Bangladesh.

* These agencies have been identified by consulting CAMPE 2004. From
a preliminary list, direct contact was made to ensure that the agencies have had
an adult education programme for a longer period than has the Directorate of
Non-formal Education (DNFE), supported temporarily (for nine months)
through their own centres, and that they have offices in Dhaka so as to provide
us with any information needed.
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Table 1. Adult literacy rate of population aged 15 years and above by sex and locality,
1974-2001

1974 1981 1991 2001
Locality

M&F| M F |M&F| M F |M&F| M F |M&F| M F

Bangladesh 258 | 37.2 13.2 | 29.2 | 397 18.0 | 353 | 443 | 258 | 475 | 539 | 408

Urban 48.1 625 | 33.1 | 48.1 58.0 | 34.1 544 | 62.6 | 440 | 643 70.3 57.1

Rural 23.1 34.6 12.1 25.4 35.4 15.3 30.1 38.7 21.5 41.9 47.9 35.9

Source: BBS 2003; literacy data un-tested. Education Watch 2002 (see CAMPE 2003), EFA Global Monitoring
Report 2005 (UNESCO 2004) have set the literacy rate (15+) at 41.5% based on real literacy tests. The Educa-
tion Watch 2002 data should be considered real. According to the 2001 census (BBS 2003), 49% of those aged
15-49 were illiterate (the absolute number being 29.95 million people).

Table 2. Literacy status of adult population (aged 15-49) by sex and location

Male & Female Male Female
Locality ; . -
Total P °P"| Literate | Illiterate Total p °P"| Literate | Illiterate Total p °P"| Literate | Illiterate
ulation ulation ulation

31,236,62029,950,020

17,361,780 13,235,780 13,874,840 (16,714,240
30,589,080
(51%) (49%)

Bangladesh | 61,186,640
anglades (57%) | (43%) (45%) | (55%)

30,597,560

10,838,660 5,301,300 6,321,500 | 2,407,280 4,517,160 | 2,894,020

Urban 16,139,960 8,728,780 7,411,180
67%) | (33%) 72%) | (28%) 61%) | (39%)
Rural |45.046,680| 2077960 24648720| ) o 00 0| 11,040,280/ 10828,500| )\ o | 9,357,680 13,820,220
(45%) | (55%) (50%) | (50%) (40%) | (60%)

Source: BBS Population Census 2001: Literacy based on self-reporting. Illiterate population makes 41.5%
of the total population of 15 and above age group, according to Education Watch 2002, based on testing.

Table 3. Estimated adult population and target for literacy (in millions), 2000

Year Adult population Target (NPA I)
1991 47.6 -
2000 59.8 25.6

Source: MPME 2003.
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UNESCO?’s literacy/non-formal strategy in Bangladesh

The data available on the country’s educational status determines
UNESCO’s literacy/non-formal strategy in Bangladesh. Especially
in adult literacy, the data appear to indicate a very low literacy level—
around 41% according to Education Watch, UNDP and the Global
Monitoring Report (GMR) (see Chapter 1 above). Hence, UNESCO
Dhaka has been developing strategic work plans over the past few
years to enable the Government of Bangladesh (GPRB), as well as
civil society through NGOs, to better measure the dramatic conse-
quences of a low literacy rate, especially as it bears on the develop-
ment process.

The first finding from UNESCO Dhaka’s efforts is that, with-
out a quantum leap in literacy, none of the EFA issues, especially pri-
mary education, will improve, and major development issues will be
slowed down. The second finding is that the focus must continue to
be on quality literacy education, especially in rural areas, and the em-
powerment of NGO:s to deliver relevant literacy programmes.

As a consequence of its activities, UNESCO Dhaka frequently
finds itself at the forefront in the battle to awaken those who are, and
would rather remain, focused on primary education alone and to
evaluate those literacy policies which do not reflect the real learning
needs of adult illiterates. In a country with more than 55 million il-
literates, the degree of denial of facts is often overwhelming, yet it
causes UNESCO Dhaka (together with many NGOs) to remain
constantly vigilant in reminding everyone in Bangladesh of the harsh
and often unwelcome truth.

Armed with the aforementioned findings, as well as the EFA
objectives adopted at the 2000 World Education Forum in Dakar,
UNESCO Dhaka has sought to work out a two-pronged strategy,
where both prongs unfold in tandem:

First, a number of pilot projects are being developed to obtain
clearer and more precise insight into the real learning conditions and
constraints encountered in rural and slum areas; in addition, these
projects also provide information on learning needs and how best to
meet them. A pilot project has to fulfil various criteria. It must:

* target crucial areas (geographically or population-wise) where
illiteracy is highest and/or most resistant to educational efforts;



Adult Literacy and Learning in Bangladesh 161

* promote the capacity-building of selected NGOs to ascer-
tain where training is most needed;

 explore literacy strategies which may work and evaluate
learning outcomes;

* explore new materials, such as ICTs, and assess their impact
and learners’ responses to them; and

* assess with NGOs and the GRPB where further action for lit-
eracy is required, and dialogue with donors and NGOs about
other non-UNESCO experiences in the field of literacy.

Second, based on experience gained in pilot projects, policy di-
alogue and advice-related activities are taking place which target
NGOs, donors and the GRPB. This also includes the commission-
ing of studies on key issues in literacy, based on project experiences,
to obtain a better documented picture. Policy advice occurs in work-
shops and seminars attended by development partners and the
GRPB, and is usually fruitful since UNESCO’s considerations are
recognized to be based on real field experience, scholarly studies and
experience from abroad, including the international perspective.

Based on the framework for action sketched above, which basi-
cally reflects the mission assigned to a field office in a country with
such a high illiteracy rate as Bangladesh (an E-9 country), UNESCO
Dhaka is currently running ten strategically important pilot projects
and pursuing policy dialogue through another ten major activities.

Policy: Dialogue and advice (NGOs, donors and the GRPB)

The following procedures have been conducted:

* A study was conducted on the Economic and Social Impact of
Laiteracy in Selected Rural Areas of Bangladesh (Rahman 2005).
The study’s findings were shared with development partners,
ministries, NGOs and other stakeholders.

* A comprehensive study was conducted on the Reassessment of
Literacy in Bangladesh (Mia and Hassan 2004). It measured the
current adult literacy level (15+) against data from a study
that had been carried out four years earlier.

* A survey was conducted on the education, literacy and skill
needs of rickshaw pullers in the Mirpur district of Dhaka
Cuty.
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* Four divisional workshops were conducted to enhance the
capacities of 100 government officers and NGO staff and to
develop literacy and NFE monitoring indicators and a frame-
work for the monitoring and evaluation of literacy and NFE
projects and programmes.

* A workshop entitled ‘Reading for All’ was held to share experi-
ences and ideas on continuing education for neo-literates with
representatives from government departments and NGOs.

* A study was conducted on the impact of Community Learn-
ing Centres (CLCs) on rural people.

* Another study was carried out to identify the use of ICT ma-
terials and best ICT practices for literacy and basic education.

* Anin-depth assessment was conducted on the educational use
of ICTs in existing CLCs which offer literacy and/or NFE
programmes. Assessment findings were presented at a two-day
national workshop on ICTs and basic education policy in the
presence of the Minister of Science and Information and
Communication Technology.

* Mother-tongue Language Learning: Action research was con-
ducted for the Oraon community involving development
and testing of curriculum and materials in the local language
for Grade 2.

* There has been active and critical participation in NFE Task
Force of UN agencies and donors.

* A study was conducted on Nerworks and Linkages of Com-
munity Learning Centres (Hasan and Mia 2005).

* A Researcher’s Forum was held which focused on recent re-
search and publications on literacy and NFE; and two issues
of Bangladesh Education Journal were disseminated. The fo-
rum was intended as a contribution to strengthening the
GPRB’s and NGOs’ knowledge on literacy. The publication
is supported by UNESCO, Dhaka. A contribution towards
strengthening the knowledge on literacy for the benefit of the
GPRB and NGOs.

Pilot projects for influencing policy

1. In a UNESCO supported project Empowering Adolescent
Girls to Become Agents of Social Transformation (EAST)
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run by the NGO Young Power in Social Action (YPSA),
1,300 adolescent girls and boys were trained from 2003 to
2005 in literacy, basic sciences, ICTs, and micro-finance in
the two rural districts, Narsingdhi and Tangail.

. In the slum area within the Dholpur district of Dhaka, 400
adolescent girls were provided literacy training, integrated
health education, and capacity-building services.

. In the rural areas of two districts, Jessore and Jamalpur, 600
adolescent girls are being provided with literacy training and
micro-finance skills.

. Skills and literacy training has been provided to 140 rickshaw
pullers selected by a survey in the Mirpur district of Dhaka.
Employable skills training was given in house wiring, refrig-
eration and air conditioning, dressmaking, embroidery and
food processing. A extensive media campaign was conducted
and a call was made to the government and donors in order to
secure financing for additional, similar projects.

. Popular materials in the series ‘Reading for All’ have been
developed as a follow-up to a “Writers Workshop’.

. Easy-to-read materials for neo-literates have been developed
about four national heritage sites.

. Five ICT-CLCs have been established in rural areas of
Bangladesh. Each has internet connection, a printer and five
computers with networking facilities. Rural people use these
CLC:s for literacy and skills training as well as to gain infor-
mation on agricultural activities, health, family planning, the
environment and human rights from internet and locally
produced CD-ROMs.

. ICT materials have been developed for the use of the rural
neo-literates. These include: ‘Maintenance of Power Tiller’,
‘Fruit Processing for Jam/Jelly’, ‘Candle Making’, ‘Social
Communication and Business Negotiation’, ‘Rural Hygiene’,
and ‘Operational Aspects of Micro-credit’.

. A one-week national workshop was organized to provide
orientation to 30 core trainers in literacy and NFE. Topics in-
cluded: ‘Planning and Management’, ‘Post-literacy Planning
and Management’, ‘Materials Development’, ‘Monitoring
and Evaluation’, and ‘Role of Teachers and Facilitators’.
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Three international and five national resource persons facili-
tated the workshop. Five training modules have been devel-
oped in the five areas just noted. Divisional capacity-building
workshops were also conducted for 150 literacy/NFE man-
agers on those five themes.

Materials development and publications

Selected research studies conducted by UNESCO Dhaka in 2002-
2003 have been published in the 2004 report, Basic Education Studies
in Bangladesh. This 284-page document has been widely disseminat-
ed to reach all concerned within Bangladesh and UNESCO offices
in the region. As mentioned above, five literacy modules on the lit-
eracy/NFE have been designed (see item 9 in the foregoing section).
These modules are being used now and will be translated into Eng-
lish and published in CD-form for wider dissemination. In collabo-
ration with the Department of Women Affairs and the UNESCO
Institute for Lifelong Learning (UIL, formerly UTE), a training man-
ual has been developed for organising life skills and livelihood skills
training for disadvantaged women. The Summary Report of the EFA
Global Monitoring Report 2003-2004 (UNESCO-Dhaka 2004b), was
translated into Bangla and printed. This version was widely dissem-
inated within Bangladesh and to Bengali-speakers in West Bengal in
India. The Summary Report of the EFA Global Monitoring Report
2005 (UNESCO-Dhaka 2005) has been translated into Bangla and
printed and will soon be disseminated within Bangladesh. The find-
ings of the study on CLCs have been published in book-form as
Community Learning Centre: The Bangladesh Experience (Rahman
n.d.). It contains findings on the assessment of use of ICT offering
literacy/NFE that were presented in a two-day national workshop
on ICT and basic education policy in presence of the Minister of Sci-
ence and Information & Communication Technology. Findings of
the Chittagong Hill Tracts ethno-linguistic study were published in
book-form as Atlas of the Languages and Ethnic Communities in Chit-
tagong Hill Tracts (Rabbani 2004). And the study on Economic and
Social Impact of Literacy in Selected Rural Areas of Bangladesh (Rah-
man 2005) has also been published.

UNESCO is not the only actor in the literacy adult learning
scene; a large number of NGOs are providing considerable support
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to programmes targeting youth and adults to help them to acquire
basic literacy and skills.

The role of NGOs in adult literacy, education
and learning delivery

In the following sections we shall describe the wide range of literacy
and adult learning activities that leading NGOs currently imple-
ment in Bangladesh. While these activities address a wide range of
learning needs and populations, there is currently no central govern-
ment coordination of them. The newly founded Bureau for Non-
Formal Education, which is within the Ministry of Primary and
Mass Education (MPME) and has staff in each of the 64 districts,
will be assigned the task of coordinating and monitoring NGO ac-
tivities in literacy. It remains to be seen, however, whether this will
really work as foreseen by the planners.

Adult literacy is an area in which NGOs have historically
demonstrated their interest, even before the GPRB took any initia-
tive, and particularly following the 1990 World Conference on Ed-
ucation. In the 1990s, support from the Bangladeshi Directorate of
Non-formal Education (DNFE) has further enhanced NGO in-
volvement in the NFE programme to achieve the goals of Educa-
tion for All. A substantial part of the NFE programme was direct-
ed at adult literacy and adult learning activities. With the abolition
of the DNFE in 2003 on the grounds of inefficiency and corrup-
tion, public-sector investment in the NFE programme on basic lit-
eracy, especially programmes for adults, has also been abandoned,
since it was considered ineffective. NGO involvement in NFE, in-
cluding programmes for adult literacy and adult education, has
drastically declined in the absence of government involvement.

Findings of a rapid assessment survey of nine NGOs
implementing adult literacy/education programmes

In this section we shall consider the role that NGOs are playing, the
strategies and delivery mechanisms they are adopting, and the future
prospects and challenges in the context of the national policy aimed
at sustainable social and economic development for poverty reduc-
tion in Bangladesh. The NGOs studied here include the Bangladesh
Association for Community Education (BACE), Grameen Shiksha
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(rural education); Centre for Mass Education in Science (CMES);
NIJERA Shikhi (learn ourselves); SAMATA (equality); SHURAVI (fra-
grance); Dhaka Ahsania Mission (DAM); PROSHIKA - Proshika
Shiksha Kaj (training, education and work); Bangladesh Rural Ad-
vancement Committee (BRAC); and Friends in Village Develop-
ment (FIVD).

Objectives of the adult literacy programme

The objectives of the adult literacy programme that appear to be con-
sistent with national policy include:

* Build sustainable literacy skills (including numeracy) among
the non-literate/illiterate.

* Raise critical consciousness on issues related to their life and
livelihood.

* Eliminate illiteracy from the organized members of the pro-
gramme area.

* Enable them to solve their own problems and social problems
as well.

* Provide post-literacy and continuing education by establishing
CLCs for human development and also for addressing local so-
cial development issues by collective efforts and community
development.

* Increase the role of ICTs in community development.

* Establish the link between sustainable literacy and income-
generating skills training and micro-credit.

Which objectives are emphasized varies from one NGO to an-
other—some provide reading, writing and numeracy skills, others
provide livelihood skills along with literacy, and still others place
greater emphasis on gender equality, human rights and women em-
powerment, etc.—they all nevertheless conform to national objec-
tives, goals and strategies.

Mode of delivery

In most cases the approach is centre-based. Literacy service to a tar-
get population group is provided through a centre so that the maxi-
mum number of learners will be able to access it in the respective
programme area. Proshika utilizes resource centres, as well as rented
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houses in the community. Grameen Shiksha has established centres
under the supervision of Grameen Bank’s branch. Proshika, Grameen
Shiksha, SAMATA and DAM provide literacy to their own group
members through community centres.

For some NGOs the adult education programme is supple-
mented by other programmes dealing with such topics as micro-
credit, poverty alleviation, health and sanitation, income-generating
activities, skills training and community development. The DAM is
a case in point. Its core activity is education, which it supplements
with all the other, aforementioned components. Grameen Sikkha
does the reverse. For them the credit group comes first, followed by
supplementary or complementary interventions.

The number of learners in each centre per facilitator or teacher
usually ranges from 20 to 30 and the number of centres under one
supervisor ranges from 7 to 15. Each class lasts 12-15 hours per week
(about two hours or two and a half hours per day). While one shift
is the norm, Proshika and Nijera Shikhi have two shifts per day—
with females attending the morning shift and males the evening
shift. The learning materials are distributed among the learners in
most cases; in a few instance, however, they are kept in the centre.
SURAVT has adult learning programmes specially designed for do-
mestic servants in urban areas. Here a more flexible approach based
on the particular situation of para/mahalla (neighbourhood) is fol-
lowed to reach this most underprivileged group.

Facilitators and learners

More than any other agencies, NGOs tend to place greater empha-
sis on women as learners and facilitators in adult literacy pro-
grammes—for example, in FIVD the male-female learner ratio is 3:5;
in Grameen Shiksha all the learners are female.

The male-female facilitator ratio in the two organizations is
45:55 and 40:60, respectively. While there are no specific qualifica-
tions for volunteers from the respective community, paid facilita-
tors normally have academic qualifications that vary from Grade 8
to Secondary School Certification (SSC), which comes after the
completion of Grade 10. The duration of their basic training varies
from six to 15 days. Refresher training lasts for one or two days
every month during the programme period.
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Supervisors and manager/coordinators

Supervisors and manager/coordinators are expected to have Bach-
elor’s and Master’s degrees, respectively. They are also expected to
undertake 10-15 days of basic training and two refresher training
classes, each of which lasts three days. Most of the NGOs have
their own arrangements for training their staff. Very often they
utilize the physical facilities of organizations such as the DAM
and the Palli Karma Shahayak Foundation (PKSF; in English the
name literally means ‘rural employment assistance foundation’).
For some large NGOs, middle and junior managers seek formal
training in institutes and universities in the UK, Canada, Nepal
and the Philippines.

Learners

Learners include: those who have never enrolled, school dropouts,
NFE graduates, members of un-reached or hard-to-reach popula-
tions living in extreme poverty and facing other difficulties, and ado-
lescents and adults requiring a more flexible system. They are also
informal-sector workers, such as farmers, fishermen and rickshaw
pullers. Some agencies include the physically disabled, members of
ethnic minorities and women aged 15-25 years. For the DAM,
working children are also one of the major target groups. Learners
are usually 15-45 years of age. NGOs such as Proshika, SAMATA,
BACE and Grameen Shiksha include learners aged 15-35 years.

The target populations that NGOs cover varies. The coverage is
usually about 60-100% of the adult illiterate population in their re-
spective catchments or age groups. SAMATA, for example, has been
able to cover only 37% of the target group in the programme area.
Several strategies are used to encourage the target groups to partici-
pate. Grameen Shiksha and Proshika adopt social mobilization, pro-
vision of skills training and income generating activities, as well as
availing themselves of the services of motivated facilitators/supervi-
sors as strategies for reaching the “never enrolled” and “irregular” and
involving them in the programme. The learners who graduate are
given basic and post-literacy and continuing education courses adapt-
ed to meet individual needs. Some NGOs, such as CMES, SAMATA,
BACE, SURAVI, provide basic courses combined with vocational

training and functional literacy.
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Curriculum and learning materials

The basic course curriculum is covered in six to nine months. Liter-
acy, which includes reading and writing, and calculation skills are
among the fundamental objectives of the course. The course cur-
riculum is designed around issues that are relevant to the learners’
life situations and surroundings: social empowerment, developing
communicative skills through writing, reading, speaking, and learn-
ing how to protect themselves from fraudulent practices. Continu-
ing education takes place at home or in community centres, where
learners can also find a Gonokendra or library with television, daily
newspapers, and reading materials on social problems, such as
dowries and the oppression of women. Here learners can develop
linkages with livelithood enhancement programmes, such as integrat-
ed homestead farming, horticulture, agro-forestry, poultry and
ducks, livestock, fish culture, carpentry, welding automobiles and
house wiring. They are also exposed to issues such as women and
child rights, HIV/AIDS, and health and sanitation.

Almost all NGOs develop materials themselves. However,
some NGOs, such as the DAM, BRAC, CMES, FIVD, CAMPE,
NCBT and DNFE, develop materials that are used by other NGOs.
In a few cases, materials are acquired from the market and book
stalls, etc. However, learning materials need to be reviewed with re-
gard to quality and in relation to the standards and criteria set for
achieving the learning goals.

Planning and implementation

Programme planning requires the community’s and community rep-
resentatives’ participation in group meetings, workshops and semi-
nars. It is also carried out with the guidance and involvement of tech-
nical experts and project staff. The latter is the practice of Grameen
Shikshas. In some cases, the Participatory Rural Appraisal (PRA) ap-
proach is used for programme planning. Implementation involves
the community, local elite, social workers and representatives of the
local government in the selection of learners as well as in sharing
views on implementation in workshops, seminars and monthly
meetings. SAMATA enlists people from target groups to involve them
in programme implementation. In the case of the DAM, the manage-
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ment committee is involved in resource mobilization and making
arrangements for the use of a centre or house.

Monitoring of programme

Monitoring is conducted in order to provide supervisors with feed-
back. It is carried out by designated staff members, through period-
ical review meetings or with the aid of databases and follow up. Su-
pervisors are directly responsible for programme implementation,
whereas programme coordinators are responsible for coordination,
monitoring and quality assurance, and managers are responsible for
the overall implementation and management of operations.

Major challenges and difficulties

According to the NGOs, one of the major challenges and difficulties
is delays—in the release of funds and in arrangements for project as-
sistance as reported by the NGOs. Politicization also hampers im-
plementation of the programme. Learning materials whose content
do not sufficiently address learners’ needs also pose difficulties. The
NGO NIJERA Shikhi has noted that delays in the release of funds
due to the DNFE’s closure, as well as community inactivity due to
political influences, have been major difficulties. DAM has pointed
to difficulties due to the lack of: community ownership of the pro-
gramme due to political influence, sufficient motivation and guid-
ance among the concerned staff, timely deployment of project per-
sonnel, sufficiently skilled personnel, interest among learners due to
absence of immediate results, perceived utility, and community ac-
ceptance.

Learning assessment

While there is no officially accepted indicator to measure learning
outcomes, they are usually assessed by the level of literacy, improve-
ment of livelihoods, the level of social awareness, and awareness of
the importance of education. Most NGOs feel that literacy is
achieved when literates are able to read, write and comprehend.
There are different tests for assessing literacy, but the usual indicators
are the ability to read the newspaper without difficulty, write a sim-
ple sentence and letter, and do a simple calculation. It remains nec-
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essary, however, to find an appropriate authority at the national lev-
el that would be able to accord formal recognition to a parameter or
standard in order to measure learning outcomes.

Progmmme outcomes

The adult literacy programme has direct linkages with micro-credit
and livelihood programmes, poverty alleviation through skills de-
velopment, income-generating activities, social and natural forestry,
ecological balances, agriculture, health and sanitation. The pro-
gramme outcomes therefore include changes in one’s livelihood, in-
crease in confidence, increase in participation in family and social
life, women’s empowerment within the family and community, in-
crease in awareness of human rights, gender equity, and awareness of
the importance of children’s education. The learners’ awareness of
training and rehabilitation of disabled people, environmental degra-
dation, and adverse effects of dowry and early marriage, and demo-
cratic rights, are treated as programme outcomes.

Research and evaluation

Evaluation and research are regular activities. But most of the NGOs
surveyed have no institutional arrangement for undertaking evalua-
tion and operation research. However, BACE’s evaluation of Go-
nabiddyalay has been found effective and relevant to continuing edu-
cation. Proshika found that neo-literates are an important and power-
ful group of beneficiaries within continuing education programmes
that make people aware of their socio-economic rights. FIVD’s poli-
cy research unit found that statements on the strengths and weak-
nesses of the programme provided important feedback that was use-
ful for further revision and improvement of the programme.

Future programme potential and needs

There are plans to enrich programmes by further developing curricu-
lum and learning materials based on advanced techniques and partic-
ipatory methods in order to meet the challenges of twenty-first cen-
tury. SAMATA plans to include income-generating activities, voca-
tional training and the use of Khas land for vegetable cultivation and
tree plantation to stave off environmental degradation. Grameen
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Shikkah regards it as necessary to modify the programme in order for
NGO:s to reach the disadvantaged and underserved population seg-
ments and to cover the illiterate population of non-programme areas
with the support of the Grameen Bank. The DAM has suggested that
the implementation procedure be changed from the project approach
(which lacks inter-project linkage and has poor institutional coordi-
nation) to the programme approach, with a single policy and expen-
diture programme. The post-literacy and continuing education pro-
gramme will be introduced and strengthened to enable neo-literates
to sustain their literacy; community libraries will be established
where they can practice their new literacy skills in a group setting.
NGOs will share their experiences with others and network with
other NGOs and donors regarding the management and implemen-
tation of the adult literacy programme.

There are strong policy proposals to heighten awareness among
the neo-literates about human rights. At present, NGOs want to
continue the programme for a longer period, and they want the gov-
ernment to come forward to support long-term sustainability of the
programmes. SURAVT has suggested that the post-literacy and con-
tinuing education programme should last at least twelve rather than
nine months.

Views on country scenario, programme priorities and adult education

The literacy rate in Bangladesh is quite low even by Third World
standards. It is the responsibility of the government and NGOs to
establish mass-oriented, time-bound adult literacy programmes
which involve livelihood enhancement, skills training, women’s em-
powerment, and the alleviation of poverty. NGOs consider educa-
tion the most essential ingredient in their development efforts and
therefore are committed to building up an illiteracy free society. Giv-
en the challenges of EFA and the MDGs, adult education should be
expanded and effectively implemented by focusing on problem-solv-
ing skills and vocational and life-oriented training programmes. In
the future, curriculum and learning materials on adult education,
along with vocational skills, will be designed to motivate learners to

learn through literacy. As such, the slogan will be ‘Education for
Life’.
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Future directions, needs, challenges

Concentration on mere literacy, as was the case in the campaign-
styled Total Literacy Mission, was a mistake. It failed to motivate
poor people, since it lacked in perceived benefit, or to have any long-
term, sustainable impact on their life situation. Furthermore, the
newly gained literacy was not sustained in many cases. Basic literacy,
therefore, must be complemented and supplemented by other inter-
ventions, which are aimed at both making literacy itself sustainable
and changing the each learner’s life situation through establishment
of a learning society.

It is essential to stress quality assurance and not to remain satisfied
with the prevailing norm of somehow “making do”, as it has been
done in order to hastily declare a number of districts “illiteracy free”.

Corruption, inefficiency and mismanagement have become the
rule rather than the exception. However, the NGO sector appears to
have fulfilled basic ethical expectations. The capacity of the NGO
sector to work as a corruption-free and efficient program imple-
menter must be utilized by building active partnerships—and not al-
low themselves to be viewed as sub-contractors, as has often hap-
pened during the implementation of the Centre-based Approach
(CBA) and post-literacy and continuing education.

Rather, true public-private partnerships are based on coopera-
tion and collaboration, which are themselves based on shared objec-
tives, strategies and agreed criteria.

An effective, coordinated professional support service system
must be provided by the Government of Bangladesh—the new
BNFE—to enhance NGO capacity. In the foregoing, we have indi-
cated that many NGOs do not have professional or technical ex-
pertise for programme design.

Continued support from the international community will be
necessary not only in the form of funding, but even more through
policy dialogue and action research. In this perspective, the activities
that UNESCO has implemented have shown that the pilot project
experience, once translated into policy advice and dialogue, is a cred-
ible strategy, especially when the reminders of the international ex-
perience can be brought into the picture.
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Thailand’s National Programme
of Adult and Youth Education

Roong Aroon and Wilaipan Somtrakool

he growth and the prosperity of Thailand today have been con-

tinuously spreading to all parts of the country. Capacity-build-
ing of human resources has been implemented at all levels to enable
the country to become a knowledge society based on the paradigm of
literacy.

Literacy is seen as a crucial indicator, one that reflects the capac-
ity of the whole population of the country. It has immense power
in mobilizing the economy and society. Literacy (or being able to
read and write and doing basic numeracy) is the basic capacity to
communicate, to search for knowledge by means of sophisticated
technology, to think critically and to improve one’s quality of life.

Thailand has been widely open to education. The country has
recognized the significance and necessity of literacy and lifelong edu-
cation for all Thai citizens. Learning outside the formal school sys-
tem has long been valued: Buddhist monks, village elders, local crafts-
men, folk artists, etc., have played important educational roles for
the vast majority of the population even after a formal school system
was established in the late nineteenth century. However, it was not
until 1940, after the first national census revealed that over 68% of the
Thai population was illiterate, that the government directed its atten-
tion to the out-of-school population. In the same year, it launched a
national literacy campaign and, a few years later, established an Adult
Education Division within the Ministry of Education (MOE) to
manage the campaign and other programmes for individuals not in
school. By the early 1970s, a broader concept of non-formal educa-
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tion (NFE) had evolved. It became an indispensable component of
the education system in developing the country’s human resources
and in creating opportunities for lifelong education. Since then, life-
long education and equal access to education for all have been focal
points of the national economic and social development scheme. The
term “non-formal education” (NFE), which referred to any educa-
tional activities organized outside school and classroom settings, has
completely replaced the term “adult education”.

In the 1970s, lifelong education and equal access to education
started to attract the attention of non-formal educators in Thailand,
as well as in many other countries. The increasing attention to these
concepts was fuelled and reinforced by several factors. For instance,

the growth rate of school age population had increased rapidly
while the expansion of formal education service through schools
was in the opposite rate to the population growth rate. The sub-
sequent situations were the discrepancy in the access to the state
educational services between the rich and the poor, the urban
and the rural which was one major cause of the rising numbers
of neo-illiterates in the country. (NESDB 1982)!

The government recognized the seriousness of these problems
and considered NFE the means of remedying them. Thus the terms
“lifelong education” and “adult continuing education” came to be
strongly linked to “non-formal education” (NFE), which is any form
of learning activity organized outside the formal school or classroom
setting which aims to assist the out-of-school adult and youth popu-
lation to acquire knowledge, skills and information that are essential
for the improvement of the quality of their lives. The learning-teach-
ing process seeks to enhance critical thinking and to empower indi-
viduals to achieve self-reliance and self-sufficiency.

Current situation

The policy and practice in literacy and non-formal education in Thai-
land is currently undergoing a major transition due to several factors,
including economic crisis, structural adjustment, educational reform
and government reorganization. To understand better the future role

1. As reported in The Fifth National Economic and Social Development Plan
1982-1986 (NESDB 1982), about 14.5% of Thai population was still illiterate.
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and practices of NFE in Thailand, it is necessary to understand the
factors that will contribute to coming changes.

Changes in educational policy

Due to the 1997 economic crisis, Thailand has undergone drastic
change on various fronts. At that time, the government had sought to
redress several socio-economic problems that had emerged. Structur-
al adjustment and educational reform were two major components of
the government’s reform scheme. The reform of the national educa-
tion system resulted in the promulgation of the National Education
Act of 1999 (ONEC), which subsequently led to the restructuring of
the administrative system within the MOE a major shift in the poli-
cy and practice of literacy and non-formal education in Thailand. In
addition, the Department of Non-Formal Education became the Of-
fice of the Non-formal Education Commission (ONFEC), which
has been administered by the Office of the MOE Permanent Secre-
tary since 7 July 2003.

Two major national policy frameworks that have affected the
policy and practice of NFE in Thailand. The first is The Ninth Na-
tional Economic and Social Development Plan of Thailand
(2002-2006) (NESDB 2001), which stated that:

The Thai society should be a knowledge-based and learning soci-
ety. Learning opportunities should be created for all Thai people,
designed to promote logical and critical thinking and lifelong
learning, so that people will be able to cope with changing con-
ditions. Science and technology should be strengthened, so that
Thai society can benefit from local innovation, creativity, and the
accumulation of intellectual capital, in order to increase interna-
tional competitiveness and to appropriately supplement Thai lo-
cal wisdom and national traditions, culture and religion.

The second framework is the National Education Policy. Sec-
tion 4 of the National Education Act of 1999 (ONEC 1999) stated
that Thai education should be lifelong education, resulting from the
integration of formal, non-formal and informal education so as to
provide the means for the lifelong enhancement of people’s quality
of life. Chapter 3, section 15 of this act also emphasizes that:

There shall be three types of education: formal, non-formal and
informal.
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1) Formal education shall specify the aims, methods, curricula,
duration, assessment, and evaluation conditional to its com-
pletion.

2) Non-formal education shall have flexibility in determining
the aims, modalities, management procedures, duration, as-
sessment and evaluation with regard to its completion. The
contents and curricula for non-formal education shall be ap-
propriate, respond to meeting the requirements, and meet the
needs of individual groups of learners.

3) Informal education shall enable learners to learn by them-
selves according to their interests, potentialities, readiness and
opportunities available from persons, society, environment,
media, or other sources of knowledge.

To ensure the coverage of and the equal access to educational
services of all target groups, the Office of the Permanent Secretary of
the MOE has also incorporated some major principles from the Na-
tional Education Act of 1999 and the National Scheme of Education
(2002-2016), as well as from the Dakar Framework for Action, in the
National Education for All Plan of Action (2002-2016) (OPS-MOE
2004). This plan not only places strong emphasis on ensuring equal
access to good quality education for all Thais but also gives high pri-
ority to the development of feasible efforts, approaches and meas-
ures to achieve a 50% improvement in levels of adult literacy, to guar-
antee the elimination of gender disparities in primary and secondary
education by 2005, and to achieve gender equality in education by
2015 (by focusing on ensuring full and equal access to and achieve-
ment in good quality basic education for girls and women) (OPS-
MOE 2004).

The present stage of reform

As documented by the Bureau of Educational Evaluation, Office of
the National Education Commission, there has been a growing de-
mand for the reform of Thai education over the past decade so as to
keep up with changes in the era of globalization. The economic cri-
sis which has adversely affected Thai society since 1997 has under-
lined the urgent need for reform in education because it is recognized
that Thailand’s weak human resource base has been one of the major
contributors to the economic downturn. Fortunately, the new Con-
stitution promulgated in October 1997 provided challenging guide-
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lines for educational reform in several provisions. In accordance with
the requirement of Section 81 of the 1997 Constitution, the first Na-
tional Education Act was promulgated and came into effect on 20 Au-
gust 1999 to serve as master legislation on education in the country.
In this act, “education” means the learning process for personal and
social development through the imparting of knowledge. It means
practice, training, transmission of culture, enhancement of academic
progress, building a body of knowledge by creating a learning envi-
ronment conducive to lifelong learning. In Section 6 of the act, it is
stated that education will aim at the full development of the Thai
people in all respects: physically and mentally, as well as regarding
their health, intellect, knowledge, morality, integrity, and harmony
with other people. Section 8 states that educational provision will
based on the principles of lifelong education for all, the participation
of all segments of society in the provision of education, and the con-
tinuous development of the bodies of knowledge and learning
processes. Section 10 states that all individuals will have equal rights
and opportunities to receive state-provided, free basic education for
the duration of at least twelve years.

To facilitate the reform of learning, the utilization of technolo-
gies for education has been greatly promoted. This will not only
improve the quality of teaching and learning but also encourage life-
long education for all learners. It will undoubtedly be a key factor in
transforming Thai society into a knowledge-based society. Learning
reform through the learner-centred approach has been widely imple-
mented, particularly the reform of curricula and of the learning
process. The key factors in learning reform are teachers and faculty
staff: the proposed reform relating to teachers, faculty staff and edu-
cational personnel will greatly contribute to the success of educa-
tional reform. At the same time, effective mobilization of resources
and investment in education, allocation of budget and budget man-
agement are also essential to the success of educational reform.

A new system of educational quality assurance has also been in-
troduced to ensure improvement of educational quality and stan-
dards for all learners. Both internal and external quality assurance
mechanisms have been implemented in increasing numbers of basic
and higher educational institutions. It is anticipated that the success
of educational reform will result in higher achievements in Thai ed-
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ucation in terms of access, quality and efficiency, leading to higher
quality of life for the Thai people and a competitive advantage for
the country. However, the reform introduced by the National Edu-
cation Act of 1999 was quite extensive, requiring not only the draft-
ing of new laws, rules and regulations but also a complete change in
the behaviour, attitudes and working methods of those in the vari-
ous levels of education management. Particularly during this tran-
sitional period, cooperation, participation and contributions are
needed from all stakeholders, as well as the general public, if the re-
form is to succeed.

Quality framework

Presently, the MOE has developed and issued a national curriculum
which has been partly adjusted to be a guideline for developing local
curriculum in view of local needs and situations. This national cur-
riculum is now the solely valid guideline and conceptual framework
for both formal and non-formal education in Thailand. The MOE
had declared that any curricula used previously is now null and void.
However, in their efforts to apply the national curriculum to NFE
over the past year, practitioners encountered difficulties due to in-
flexibility and ambivalence.

Provincial-level practitioners have made strong demands on
ONEEC to revise the existing NFE practices in keeping with the
conceptual framework. Thus ONFEC has started to re-conceptual-
ize NFE, reframe and redirect its policy, and redesign appropriate
approaches.

Rights of learners

According to the National Education Act of 1999, all individuals are
to have equal rights and opportunity to receive basic education pro-
vided by the state for the duration of at least twelve years. Such ed-
ucation, provided on a nationwide basis, shall be of good quality
and free of charge. Therefore, persons with physical, mental, intel-
lectual, emotional, social, communication and learning deficiencies,
those with physical disabilities, or those unable to support them-
selves, as well as the destitute or the disadvantaged, are also to be ac-
corded the rights and opportunities to receive basic education.
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The learner-driven approach

The new education act believes that all learners are capable of learn-
ing and self-development. Learners are the centre of all educational
activities. Provisions have been made for educational institutions to
design their own curriculum to ensure that the need of learners and
localities are met. Learners are encouraged to pursue their own course
of study to satisfy their needs and situations. The primary role of the
teacher is to facilitate adult learners to learn at their pace and to the
best of their potentiality. The learners always have a say in the selec-
tion of the contents of study. In some cases, learners themselves, with
the help of facilitators, design their own curriculum.

The curriculum

ONFEC has developed a curriculum framework for basic education.
The framework comprises three major categories of subject areas: ba-
sic subjects, life experiences, and quality of life improvement. Basic
subjects include Thai, mathematics, science and foreign languages.
Life-experience subjects include social and community development,
health education, arts, and career and information technologies.
Quality-of-life improvement subjects require learners to engage in social
work or self-development activities. For each of the subjects taken,
learners are required to conduct a work project, which gives learners
the opportunity to put into practice what they have learned or are
learning.

As noted above, educational institutions develop their own cur-
riculum within the national framework. This enables them to ad-
dress local culture and content (where local wisdom and resources are
integrated into the learning process), as well as local needs and inter-
ests. Furthermore, rather than teaching subjects in isolation from one
another, an integrative approach and team-teaching are encouraged.

Teacher training

Traditionally a teacher-oriented approach was used, whereby teach-
ers concentrated on transferring the substance of knowledge to the
learners. At present, attempts are being made to help teachers to
shift effectively to a learner-centred approach. Learners learn how to
think, act and solve their own problems. Teachers are encouraged to
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serve as facilitators and counsellors who provide learners with guid-
ance on how to on their own from printed media, public libraries,
learning centres, local wisdom, etc.

National assessment system

To ensure that national standards are met and that the quality of ed-
ucation is improved at all levels, the Office for National Education
Standards and Quality Assessment (ONESQA) was established.
Whereas each educational institution is responsible for its own inter-
nal quality assurance, each must undergo an external quality evalua-
tion at least once every five years. ONESQA oversees these external
evaluations.

Adult learning outcomes assessment is the responsibility of indi-
vidual educational institutions. Apart from proficiency in each sub-
ject area, learners must be assessed in the following areas in order to
graduate: quality of life, desired characteristics of the learner, and lan-
guage proficiency. As for quality of life, learners are required to take
part in either social work or self-development activities. Regarding
desired characteristics of the learner, aspects of the learner’s morals and
values are evaluated. The language proficiency test assesses the learner’s
reading, writing, thinking and analytic skills. Furthermore, in the fi-
nal semester, learners are required to take a national test to determine
each learner’s overall performance as well as the educational institu-
tion’s performance.

Non-formal education: Innovative features

While formal education specifies from the outset the aims, methods,
curricula, duration, assessment and evaluation required for its com-
pletion, NFE is more flexible regarding its aims, modalities, manage-
ment and procedures. The contents and curricula for NFE can be
adjusted to meet the needs of individual groups of learners.
Regarding the transfer of learning outcomes, the new National
Education Act acknowledges the importance of all types of educa-
tion, whether formal, non-formal or informal education. The act
specifies that credits accumulated by learners will be transferable
within the same type or between different types of education, regard-
less of whether the credits have been accumulated at the same or at
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different educational institutions, including learning from non-for-
mal or informal education, vocational training or work experience.

Attached to NFE system are also the informal learning activities
which enable learners to learn on their own according to their inter-
ests, potential, readiness and the opportunities available from individ-
uals, society, the environment, media or other sources of knowledge—
such as libraries, museums and S&T centres, CLCs, village reading
centres, sub-district NFE centres, sub-district health offices, sub-dis-
trict agricultural offices, local wisdom, local media, families, commu-
nity leaders and networking through cooperative activities, as well as
by media, including radio, television, newspapers and magazines.

The range of opportunities is also expanded through a variety of
adult and non-formal education programmes and activities. These
programmes take into account the rights guaranteed in the current
Constitution, which states that Thai citizens of all ages, regardless of
gender, must have access to equal rights and opportunities. As the
body directly responsible for the promotion and development of
adult education, ONFEC has developed a variety of adult and non-
formal education programmes: basic education (which includes liter-
acy promotion, the basic education equivalency programme and con-
tinuing education based on the needs of the target groups), education
for occupational development, education for life skills development,
and education for community and social development.

Covering a wide range of disadvantaged groups, the programmes
are based on the rights spelled out in the Constitution. There are pro-
grammes, for example, for the prison inmates, the disabled, the elder-
ly, ethnic minority groups (including hilltribes and Thai Muslims in
the South), the unreached in remote areas, and Thai citizens living
abroad. The teaching-learning approaches are learner-centred, and
learners participate fully in all activities. The curriculum is developed
to meet the needs of each specific target group and aim to enhance
learning success. And there are almost as many innovative ways of
teaching and learning as there are different curricula. There are, for ex-
ample, self-learning programmes using electronic media, distance-
education programmes via satellite, credit-transfer programmes con-
necting formal, non-formal and informal education, as well as quality
assurance, accreditation of the learners’ experiences and home school
programmes.
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Three major non-formal programmes:
Basic, vocational and information services

The key organization responsible for NFE in Thailand, ONFEC
supports the services of non-formal and informal education to pro-
mote lifelong learning and capacity-building among the out-of-
school population to enable them to improve their quality of life.
Currently, ONFEC is expanding NFE services to cover more target
groups throughout the country, including children, women, inmates,
the labour force, the disabled, conscripts, agriculturists, the elderly
(over 60 years of age), hilltribes, local leaders, slum dwellers, Thai
Muslims, religious practitioners, people who have had no opportuni-
ty to further their studies in formal schooling after compulsory edu-
cation, Thai people abroad, and students in formal schools. NFE pro-
grammes and activities provided by ONFEC fall into three categories:
basic education, vocational education and skills training, as well as in-
formation services.

Basic education

Basic education programmes are provided to those who have not had
any formal schooling or have dropped out and would like to come
back to further their education. The programmes in this area are as
follows:

Functional Literacy Programme: This programme has been im-
plemented since 1971 to help adult learners to learn basic skills in
reading, writing, calculating, as well as problem solving through the
‘Khit-pen Process’, which focuses on academic knowledge, self-
knowledge and environmental knowledge. Adult learners can choose
to solve their problems by considering these three areas of knowl-
edge. The curriculum is designed to be responsive to the target learn-
ers’ needs and conditions; there is a specific curriculum for various
NEFE target groups. The Functional Literacy Programme has a cur-
riculum equivalent to Grade 4 of the formal schooling system.

Hill Area Education Project: This project is specifically designed
for the population that lives along the mountain ranges in the north-
ern and western parts of the country. ONFEC intends to extend ed-
ucational services which are responsive to the needs and problems of
the hill-tribe community. Through this project, a number of hill-
tribespeople have become literate.



Thailand’s National Programme of Adult and Youth Education 187

Continuing Education Programme: The programme provides in-
dividuals with an opportunity to increase their knowledge and obtain
certificates equivalent to those offered upon completion of Grades 6,
9 or 12 of general formal schools. The two learning approaches used
in this programme are distance education and group study.

Vocational education and skills training

This area is designed to promote the public welfare or to upgrade in-
dividuals’ quality of life through vocational development. To this
end, four types of vocational education and skills training are offered:

Interest Group: The interest group programme aims to serve spe-
cific vocational skills needs and interests of various groups of people.
A minimum of 15 persons may request to obtain specific skills train-
ing according to their interests. The course duration is not more than
30 hours. Group members have to pay for learning materials, while
the government pays for resource person.

Short-term Vocational Course: This type of course ranges from
100 to 300 hours. Those interested in this area can register for any
kind of skills training they need. Learners have to pay a nominal
amount training materials. Most of the training is conducted at
provincial and district NFE centres, as well as at CLCs.

Vocational Certificate Curriculum: This three-year vocational cer-
tificate curriculum programme is provided to those who have com-
pleted primary education or Grade 6 and would like to increase their
knowledge and understanding of the world of work, self and society,
or how to choose occupations suitable to the needs of individuals and
their communities. The students who complete this programme ob-
tain a certificate that is equivalent to Grade 9 or lower secondary edu-
cation in the formal schooling system.

NFE Occupational Certificate Curriculum: This three-year NFE
occupational certificate curriculum programme is provided to those
who have completed lower secondary education and have been
working in business sectors or have been self-employed for at least
three years. This curriculum is designed especially to upgrade the vo-
cational skills of learners who already have work experience and
skills. Learners who complete this programme are awarded a voca-
tional certificate equivalent to Grade 12 or upper secondary educa-
tion in the formal schooling system.
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Information services

Information services are provided for informal education or lifelong
learning through various media to enable people to learn at times
that are convenient to them. The main sites and activities organized
in this area include:

Public Library: Public libraries are regarded as the academic re-
source centre where people can search for knowledge and information
they require. There are 847 public libraries throughout Thailand.

Community Learning Centre: CLCs provide various kinds of
knowledge for people and communities engaged in lifelong learning.
The activities include basic education, vocational education, and skills
training, information services, as well as activities for the promotion
of quality of life. Currently, there are 8,057 CLCs in Thailand.

Educational radio and television programmes: The educational ra-
dio and television programmes are produced primarily by the Centre
for Education Technology and Regional Non-Formal Education Cen-
tres. In addition, through the Thaicom Distance Education Centre,
in cooperation with the Thaicom Foundation, ONFEC has initiat-
ed a satellite education project to improve the quality of the distance
education programme with the aim to provide an equal opportunity
for all Thais to acquire knowledge and up-to-date information.

National Science Centre for Education: The National Science
Centre for Education in Bangkok provides knowledge about and
exhibition on S&T for the public. Twelve additional science centres
are located in other provinces.

Future trends of NFE policies and framework
On 22-23 May 2004, the Permanent Secretary of the MOE held a

meeting with non-formal educators from higher education institu-
tions, lecturers, NGO representatives and educational administrators
to discuss the future of NFE. The meeting yielded the following sug-
gestions for ONFEC to carry out in the future.

To play an active and efficient role in creating and strengthening
a learning society, and in providing basic education, the goals and the
policy framework of NFE in the future should include the following:

* Strengthening the community’s self-reliance and empower-
ing it so that it can become a learning society.
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* NFE organizations should work together with their local and
national government and NGO network.

* NFE should make use of all available means and technology
to create new approaches and constantly update its models
of programme implementation.

* NFE should assess and re-evaluate past accomplishments in
order to re-formulate or adjust the structure of its institution-
al management to be ready for new dimensions of its opera-
tion.

* Urge the government to draft and pass a National Non-formal
Education Act.

Based on these suggestions, the aforementioned team of non-for-
mal educators has been drafting the framework, strategic plans and ac-
tion plans for NFE in the future. Although it has not been finalized,
a rough policy draft and an operational framework are given below.

Strategic plans for NFE

Based on the present system of educational reform, five strategic
plans have been developed:

STRATEGY I: The identification of target groups should be clear-
ly considered for the implementation of a variety of NFE activities
which should be relevant to the significant needs of the particular
target learners.

STRATEGY II: Learning resources should be managed and imple-
mented by doing the following:

* Surveying and managing the Management Information Sys-
tem (MIS) to enable learners to access all needed informa-
tion according to their interest.

* Promoting coordination among various learning sources or
organizations to develop and transfer all needed knowledge
and life experiences more widely—for instance, basic lan-
guage skills and critical thinking, analytical, communication
and vocational skills, as well as knowledge about health, art
and music.

* Promoting development of ICTs to raise the effectiveness of
lifelong learning among the learners.
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STRATEGY III: Communities should be made “lifelong learner-
centred” by:

* Setting a policy to make communities the starting-point for
education by encouraging them to participate in the planning
and implementation of community development activities.

* Improving and developing communities’ basic information re-
sources, especially lifelong education resources, such as CLCs
and ICT networks, and encouraging all parts of society to par-
ticipate in community development activities.

STRATEGY IV: Budget allocations should be distributed to sup-
port local activities and serve the needs of target groups. The follow-
ing supplementary measures should also be undertaken:

* A community learning fund should be raised as an additional
means of supporting community learning activities that accord
with the national policy to make local communities learner-
centred.

* The local administrative organization will be responsible for
allocating the appropriate funds to launch NFE and infor-
mal education and thereby to promote lifelong learning.

STRATEGY V: Management and administrative measures should
be undertaken to promote collaborative and managerial skills among
NEFE staff, centres and networks to enable them to make them more
effective roles.

Some outstanding programmes
Bilingual literacy

Reaching marginalized groups, such as rural poor villagers and ethnic
minorities, is currently an important task of UNESCO APPEAL. A
manual of learning material development for the Pwo Karen hill-
tribes in the Omkoi District of Chiang Mai Province was prepared,
and training for policymakers and practitioners from eight countries
has been carried out. National pilot projects have consequently been
developed and partially supported by UNESCO APPEAL. The bi-
lingual approach has become the new framework for these projects.
Mother tongues are learned first so that learners can have a bridge to
profit from learning in the national language. With experience in
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writing in their own languages, minorities are empowered and better
able to preserve their cultural heritage.

In Thailand, learning the Thai language is one of the prerequi-
sites of the non-formal elementary education programme for hill-
tribes, since it is used as the language of instruction. The lack of an
appropriate language environment in some hilltribe villages has
meant that no one in them can speak Thai. As a result, students there
have been unable to move successtully through the learning system.
This pilot project is aimed at finding ways to facilitate the learning of
hilltribe learners by using a bilingual approach.

The target learners chosen for this project were members of the
Pwo Karen hilltribe in the Omkoi District, Chiang Mai Province.
Since they have no written language, the first step was to develop
one in order to make the next step to Thai.

Through close cooperation with SIL International, an agency
with expertise in minority languages, the working team has con-
ducted a linguistic analysis of the Pwo Karen oral language, devel-
oped an alphabetical chart with the use of Thai script, designed
learning materials, and conducted teacher training. This started with
a visit to two Pwo Karen villages in the Omkoi District. In March
2003, a workshop was held for the development of community sur-
vey instruments and a plan for field data collection. The second
workshop was on the phonemic analysis of Pwo Karen. The find-
ings of previous study on Pwo Karen in the Srisawat District, Kan-
chanaburi Province, and the Hot District, Chiang Mai Province,
were used as the basis for collecting words to illustrate the Omkoi
Pwo Karen sound system. Roughly 360 words were selected for iden-
tifying the consonants, vowels and tones of Omkoi Pwo Karen. The
key informants were three NFE Pwo Karen teachers in hilltribe
learning centres from the Omkoi District.

In March 2003, the word list was brought to the target village for
comparison with local Pwo Karen. These lists were checked and cor-
rected by the hilltribes themselves. From May to July 2003, informa-
tion was collected on cultural themes and the village calendar pre-
pared. In August, a curriculum development workshop was organ-
ized. The first writer workshop was held at Pwo Karen villages in Oc-
tober 2003. Participants had the chance to practice by producing
booklets, posters and other printed materials themselves. Computers,
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printers and digital cameras were available for teachers and Pwo
Karen learners so that they could better explore producing materials
together.

Development of a learning family: The case of Na Noi

Ban Lim Tong of the Nang Rong District, Burirum Province, is sim-
ilar to other rural villages in North-eastern Thailand. Villagers derive
their main income from growing rice and raising livestock. Agricul-
tural work is very risky for them because they have no suitable irri-
gation system and no negotiation power at markets.

In 1998 the Suksapatana Foundation and other partners, includ-
ing the Department of Non-Formal Education, sent volunteer
teachers, who had received special training in constructionism from
Seymour Papert of the MIT Media Lab, to work with Na Noi. At
the time, she had finished only Grade 4 of local elementary school,
and her family was very poor and suffering under huge debt. The
teachers encouraged her to keep a record of her reflections on fami-
ly difficulties so that they would have concrete data for analysing
root causes of family poverty.

Both sides agreed that she needed to learn about production
planning. They started by setting a timeline and determining the
money needed to invest for each vegetable plot the family grew. Pro-
duction planning was later extended to financial family planning.
The details of daily income and expenditures were recorded in full; so
the book became an instance of “learner-generated learning materi-
als”. An expenditure classification scheme was also established to fa-
cilitate financial analysis. At the end of each month, Na Noi calculat-
ed and compared all expenditure types and presented the results to
her family for discussion. Family members spent time looking at the
objective financial data and analysed it in view of: the amount of
each type of expenditure, how reasonable it was, who should be re-
sponsible for some unreasonable expenditure items, such as buying
canned coffee instead of using instant coffee. They also discussed
how to reduce some types of expenditures and monitored the family
financial situation accordingly. Through this learning process, Na
Noi could supply objective and transparent financial data to facilitate
family learning. She also had chance to practice literacy skills every-
day. In addition, she became a role model for her children regarding
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the family and personal financial planning. In the course of the proj-
ect, the family members achieved greater mutual understanding, as
well as a solidarity that enabled them to work together to eradicate
family poverty.

Na Noi was provided with a computer and training in Microsoft
Excel at her house so that she could work with a more flexible clas-
sification scheme, rather than with a manual, time-consuming
scheme. This arrangement also made it easier for her to contact some
external agencies and ask for needed information, as well as to pro-
vide advice to and exchange experiences with other villagers who had
similar problems and interests.

Currently, Na Noi and her daughter host a mini-computer club
at her house, and she is teaching children and youth in her village ba-
sic computer skill, especially how to use Microsoft Excel to analyse
family financial records. On January 2003, Na Noi declared that her
family had no more any debt, and no longer needed intensive assis-
tance as in the past.

Development of a learning community: The case of Ban Samkha

Poverty reduction can be effectively managed at the community lev-
el. Villagers of Ban Sikh, Mae Ta District, Lampang Province, won-
dered, after twenty years of government-led community development,
why their community’s economic situation had not improved. Al-
most every household had considerable debt. Thus they needed to
know how much debt all 152 households (656 inhabitants) had,
where it came from and how to help each other to overcome such
community pressure. The first community debt survey showed that
the total debt was about 18 million Baht, which was a lot higher than
previously thought. This discovery put a great deal of pressure on the
entire community. Started in 2001 in a village meeting—which is the
most important mechanism of community decision-making
process—they decided to do research to solve the problem themselves.
The villagers formed a research team of fourteen members led by a
chairperson. Every household then kept records of all daily income
and expenditures. A scheme of data classification was decided upon.
At the end of each month, a research committee, together with ten to
fourteen households under his/her charge, analysed the group data and
then research team consolidated the data from the entire community.
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Community income and expenditure data were reported at the vil-
lage meeting and discussed with a view to finding suitable ways of re-
ducing expenditures and increasing income. The considerations about
expenditures gave rise to some new occupations, which gave some
villagers the chance to make some additional income. This would
not have been possible if the individual-centred rather than commu-
nity-wide approach to bookkeeping had been used here, as it had in
Na Noi’s case. Also this approach enabled villages to see that their
debt was mainly the consequence of inappropriate mindsets and
ways of living, especially their over-reliance on materials advertised in
the media over the last twenty years. By comparing monthly income
and expenditures, they were able to determine at what time of the
year they needed to find extra income to cover their increased costs.
The most important learning experience was that they needed more
knowledge about management, rather than money or materials from
the government, to solve their poverty problem.

Children and youth were the prime movers in Ban Samkha vil-
lage to explore learning about computers and the Internet. A school
teacher found some interesting information on the Internet and dis-
seminated it through village broadcasting station, and offered free
computer training for everyone, but this attempt was unsuccessful.

There were three activities in which nearly all villagers partici-
pated: community retail store, village trust fund and bookkeeping.
When the transactions became larger, the community sought help
from a professional accountant to revise the existing bookkeeping
system. Siam Cement (Lampang) Ltd., National Electronics and
Computer Technology and the NFE Department then cooperated
in the development of three packages of computer software and pro-
vided training to local children and youth, who were then asked to
train some responsible persons later. This was the starting point for
adult villagers to see computers as functional tools for improving
the effectiveness of community work.
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A System of Quality Education for
Adults and Youth in China

Yuquan Qiao

o adapt to the new situation caused by China’s entry into the

World Trade Organisation (WTO) and the rapid development
of economic globalization, China regards quality education for
adults and youth as a key component of its education system. The
provision of such education has been integrated into the overall plan
for local economic and social development and made the basis of the
national economy and social development. Promoting quality edu-
cation for adults and youth is seen as an important way to implement
China’s strategy to ‘develop the country through science and educa-
tion’, to facilitate the sustainable economic and social development
and to enhance China’s international competitiveness. Such quality
education is necessary in order for the country to adjust its econom-
ic structure, improve the quality of its labour force and quicken de-
velopment of its human resources. It is a crucial means to broaden
the employment and promote the employment rate and redestribu-
tion of the labour force.

The five-year reform as development objective

Education for adults and youth aims primarily to promote: econom-
ic and technological progress, employment, agricultural development,
the enrichment of rural areas and peasants, the achievement of the
‘develop-the-west region strategy’, and the development of a harmo-
nious Chinese society. This kind of education provides vocational
school education and training in various ways and at different levels
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to: middle school and high school graduates, recent workers in urban
and rural areas, the laid-off and unemployed, in-service personnel,
and rural labour.

China’s preliminary plan for a modern quality education sys-
tem for adults and youth is adapted to the socialist market econo-
my and integrates market demands and labour employment. The
plan aims at developing an education system with an efficient
structure, flexible and open styles of delivery, and several distinct
and independent features.

Developmental plan and focus on work

Given the present reality, China has taken measures that are tailored
to the local conditions in each case; its plans are designed to address
the needs of different areas and different sorts of people. Priority is
currently being given to rural areas and western China; the aim is to
provide training so as to enhance the practical skills of those living
in rural areas and in western China.

Rural areas: To meet the needs of modern agricultural develop-
ment, as well as to make adjustments to the economic structure, Chi-
na has consistently sought to integrate agriculture, the sciences and
education into the planning of elementary, vocational and adult edu-
cation. The idea is to promote vocational schools in rural areas that
strengthen cooperation between enterprises, agricultural research in-
stitutes and centres of agricultural science and technology. By giving
them a free hand stimulating and coordinating the cooperation of
schools, enterprises and peasant households, these vocational schools
are expected to make strides in the industrialization of agriculture
and to promote professional excellence. The aim of “green certificate”
education is to train a large number of S&T model households and
entrepreneurial leaders. The state has taken several measures to sup-
port vocational education in rural areas, in the west, in areas with eth-
nic minorities and in poor areas. It has started a number of key voca-
tional schools. From now on, the five-year vocational middle school
will recruit 3.5 million students from rural areas ach year. In every
county, township and village, China will establish an education and
training system for peasants which will include cultural and S&T ed-
ucation and will be open and practical in nature. Vocational and adult
schools will form the basis of human resources development and tech-
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nology training, as well as for mobilising the workforce mobility and
helping the poor to improve their living conditions.

The west: China will promote the cooperation between eastern
and western regions, large and medium-sized cities and rural areas in
running schools. It will encourage headmasters and teachers of voca-
tional schools in the east and large and medium-sized cities to assume
posts and run schools in the west and rural areas. Schools in the east
and large and medium-sized cities in the mid-west will recruit students
from the west and rural areas, and waive tuition of students from poor
families. Modern distance learning and training, as well as self-study
exams, will be expanded for rural areas and the west. In five years,
schools in the east will recruit 1.2 million students from the west.

At the same time, large and medium-sized cities and developed
areas will actively expand higher vocational education by continu-
ing to develop secondary specialized education and vocational
training. Some municipalities and prefectures (administrative re-
gions with ethnic minorities in a given province) satisfying relevant
requirements may run comprehensive and community vocational
polytechnic colleges.

Structural reform of management

Under the leadership of the state council, the management structure
is being gradually improved. Management will entail managing at dif-
ferent levels, giving priority to local authorities, planning by the cen-
tral government, and the participation of social groups. A multi-
pronged school-management strategy will evolve under the guidance
of state and local governments. It will rely on enterprises, as well as
different trades and social groups. Efforts will also be made to encour-
age various social groups to initiate vocational education. Trades, en-
terprises, intermediate social organizations and mass organizations
will play an active role in developing quality education for adults and
youth.

In China many sectors govern education, run and administer
schools, particularly technical and vocational schools and adult ed-
ucation, in conformity with legal provisions. The Education Act of
the People’s Republic of China and Labor Law of the People’s Republic
of China, as well as other relevant laws and rules have been promul-
gated. But more still needs to be done. The legal system dealing with
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the transition to employment will have to be strengthened. Further,
the law enforcement and supervisory system needs to be improved.
Monitoring, instruction and inspection also have to be strengthened.
Evaluation of the education system and its results must be also be
improved and reinforced. The quality of education for adults and
youth will be assessed in accordance with the demands of market
forces, but at the same time the participation of social groups in the
assessment process will be encouraged.

Various departments in the central government have set up inter-
departmental meetings to discuss problems encountered at work. In
intersectoral work, each department’s responsibilities are clearly de-
fined. The Ministry of Education (MOE) is responsible for overall
planning, comprehensive coordination, and macro-administration.

Developing quality education for adults and youth is primarily
the responsibility of local governments and communities. In town-
ships where schools are managed in an inflexible and closed way, at-
tempts will be made to bring about a change in the management sys-
tem. Many channels will be mobilized for raising funds for vocation-
al education by the people’s government at the municipal and pre-
fecture levels. The boundaries between different sectors and school
types are being eliminated to increase efficiency.

Enterprises, trades and social groups running vocational schools
and training classes will be organized, directed and supported. Enter-
prises will run vocational schools and training centres according to
local and market needs. Enterprises may cooperate with schools to
run them jointly in many forms. They may perform “demand-ori-
ented” training and provide part-time teachers, practice facilities and
equipment for schools. They may also set up R&D institutions and
experimental centres for schools.

Trade organizations are being entrusted by governmental de-
partments to carry out human resource forecasts for different trades,
draft vocational education and training plans for trades, provide vo-
cational education, train staff and workers, assess vocational skills for
trades, and participate in compiling textbooks on relevant topics and
training for teachers. Trade organizations may also run vocational
schools and training centres.

Non-governmental vocational education will be encouraged
and supported. Non-governmental, non-profit vocational schools
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will enjoy favourable policies for initiating vocational education
for a social cause and for the good of the public. State-run schools
will be encouraged to import non-governmental mechanisms.

The system for granting academic certificates, training certifi-
cates and vocational credentials is being improved. Major efforts
will be devoted to preparing workers for the labour market. This
will entail enforcing strict control over employment entry by put-
ting in place a system of labour security and supervision by person-
nel departments.

Vocational guidance and employment service will be reinforced.
Students will be directed to change their employment outlooks. Ed-
ucation for starting a business will be promoted. Graduates will be
encouraged to find jobs in small and medium-sized enterprises
(SMEs) in small towns and rural areas or start their own businesses.
The employment service system will be professionalized to offer
job information, consultation and favourable conditions.

Educational and teaching reform

By the end of 2000, China realized the historic objective of universal-
izing nine-year compulsory basic education. As a result, the develop-
ment of education in China entered a new stage. One key effort
made was to reorient and improve the education system through in-
novative reform of basic education curriculum. Two new major ob-
jectives of basic education are: 1) universalising the nine-year compul-
sory education to realize the objective of education for all (EFA) and
to improve the quality of life for all citizens, and 2) improving the
quality of education with the aim of cultivating excellence and the
spirit and ability of innovation and creativity for socio-economic
progress and S&T advancement. In 1999, The Action Plan for Invigo-
rating Education Towards the 21st Century was issued by the Chinese
Government.

Curriculum reform of basic education

“The Project of Curriculum Reform of Basic Education” was ar-
ranged by Chinese Government and is regarded as a key project.
The aim of the project is to design a new basic education curriculum
system for the twenty-first century by renewing educational no-
tions, including ideas about personal growth. It will improve the de-
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sign and implementation of teaching and curriculum, placing
greater emphasis on their response to changing social contexts,
learners’ needs, and parental and community expectations.

In 2001, the MOE issued the Guidelines for the Curriculum Re-
Jform of Basic Education and the curriculum standards for nine-year
compulsory education. Since that time, a pilot project has been con-
ducted in which one or more counties or districts in each province
participates in the new curriculum reform experiment. At the same
time, new teaching materials are introduced into the experiment
schools. The proposed reform will be accomplished in two phases: In
2001-2004, the design of the new curriculum system was complet-
ed. After 2004, the aim has been to expand gradually the new prac-
tices throughout the country.

The curriculum reform mainly involves the following shifts:

1) from disciplinary segregation to well-balanced, integrated cur-
riculum which is more adaptive to learners’ choices;

2) from the systematic presentation of individual disciplines and
excessive emphasis on traditional knowledge to closer inte-
gration of modern society, technological development and
the learners’ life;

3) from unified materials to alternatives for meeting the differ-
ent needs of schools and students;

4) from passive learning modes (e.g. rote memorization, imita-
tion) to active learning (e.g. participatory observation, hands-
on practice, hands-on and peer group work);

5) from excessive emphasis on the memorization of facts and
competitive examinations to an integrated assessment with
dual focus on outcomes and learners’ development and the
improvement of teaching;

6) from highly centralized to a shared management, with respon-
sibilities distributed across national, local and school levels.

Literacy education

By 2000 the literacy rate of adults over the age of 15 rose to 91.3%
and the literacy rate of the adults aged 15-50 rose to more than 95%.
The emphasis on implementing literacy education and popularising
compulsory education is working.
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The MOE requires that the local primary schools take on the re-
sponsibility of providing literacy education to all teenagers under 15
years of age. Middle and primary schools and adult schools in rural
areas are expected to play an active role in eradicating illiteracy.

The MOE also requires that literacy education be combined
with students’ working and real-life activities. The content of cours-
es includes not only cultural knowledge, such as literacy, reading,
writing and keeping accounts, but also citizen education, career skills
education, life knowledge and health education. Women’s literacy
education includes maternity, child care, and home education (e.g.
management of personal affairs and home finances). The contents of
literacy education in minority areas also treats folk customs and tra-
ditional culture.

Flexible modes of teaching have been adopted. In some cases,
literacy is concentrated in central residential areas. In more sparsely
populated areas, the rule is to have neighbourhood study groups. In
very remote areas, teachers or more advanced primary school pupils
provide literacy education. The China Education Television Station
(CETV) regularly broadcasts nationwide television series produced
by LiaoYuan Radio & TV School. The programmes are very popu-
lar because they teach practical knowledge and skills and help farm-
ers to improve their standard of living and increase their income.

The MOE has developed curriculum programmes, such as the
Literacy Education Syllabus and Rural Adult’s Elementary Educa-
tion Syllabus. Provincial education departments compile textbooks
to supplement to the main and serve a variety of local needs. Given
the high illiteracy rate among women, the Chinese Government has
contracted experts to write more than 100 different kinds of literacy
textbooks and to develop nearly 1,000 different pieces of teaching
and reading material to promote women’s continuing education.

The education and teaching reform is intent on reinforcing work
ethic of adults and youth; it seeks to lay a more solid foundation for
literacy, enhance work skills, strengthen physical and mental educa-
tion, and foster the learner’s development of his or her professional
and practical skills, interest in learning, and entrepreneurial skills.
The government intends to intensify its training of qualified and
highly talented workers who are in the forefront of production.

A mechanism has been put in place for vocational schools to
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maintain close ties with the labour market. In this way, training is
geared more towards the demands of the economy, technological
progress and changing labour market. Vocational education is de-
signed to meet the needs of developing industries and modern serv-
ice trades. Great efforts are being made to reinforce training for
skilled workers, especially for senior skilled workers and techni-
cians. Corresponding reforms of curriculum and textbooks have
been undertaken. Curricula and textbooks in vocational education
reflect new knowledge, technology, techniques and methods.

As for teaching practice, professionalism is being stressed. Teach-
ing activities are integrated in production practice, social service,
technology transfer and technological development. To ensure
enough time for teaching practice, pre-service and in-service training
and internships are being promoted. Training centres have been built
which promote open and multi-functional education to meet socie-
tal needs.

IT is used increasingly in education and teaching, including in
distance vocational education, data banks of vocational education
resources and multi-media software of high quality for vocational
schools and students.

The quality of education provided to adults and youth has been
improved. Core teachers have been trained. Professionals, such as
engineers, technicians, managerial personnel, and people with spe-
cial skills, have been recruited as full-time or part-time trainers in
their areas of expertise in enterprises and institutions. By this means,
the number of qualified teachers and trainees has increased.

Both formal schooling and vocational training are given equal
importance. School-running patterns and schooling systems are grad-
ually becoming more flexible. Full-time schooling is being combined
with part-time schooling; similarly, pre-job education is being linked
to post-job education. Different durations of schooling and learning
styles are also being put into practice. Flexible school systems, such
as the credit system, are being established so as to create conditions
that will enable students to participate in work-study programmes
and to work and study, in turns as well as fulfil schooling in stages.

Links and exchanges between adult, vocational and regular educa-
tion are being facilitated so as to build “bridges” for talented persons.
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Thus far an experiment in the use of comprehensive curriculum at the
high-school level has been conducted in which vocational and regu-
lar education were linked. The experiment’s objective was to facili-
tate the link between secondary vocational education and higher spe-
cialized education.

Increasing financing

The central government has created a special fund for the promotion
of quality adult and youth education (AYE). It is used to subsidize
the training of teachers engaged in vocational education in rural areas
and the mid-western region, as well as to support the development of
textbooks, the replenishment of multimedia educational resources
and the construction of model vocational schools. Local govern-
ments have also been called upon to increase their special fund for
AYE. A surtax will also be levied in cities for education. All levels of
government will at have to take account of rural workers’ needs
when allocating funds for the development of S&T, technology
transfer and poverty alleviation in rural areas. Similarly, any govern-
ment investment aimed to improve the agricultural infrastructure
will also have to allocate funds for the construction of vocational and
adult schools.

Various kinds of enterprises will need to bear relevant costs for
implementing vocational education and personnel training. Nor-
mally an enterprise has an education and training fund of 1.5% of
its total payroll. For enterprises which require more highly trained
employees, involve a heavier training load and promise good eco-
nomic returns, the training fund makes up 2.5% of the payroll.
When enterprises update technology or import projects, they typ-
ically allocate a certain percentage of funds for technological train-
ing for their employees.

Various means (including financing from enterprises, taxation
and donations) will be used to fund quality education for adults and
youth. All segments of society will be encouraged to donate money
to finance quality education for adults and youth. An additional in-
centive for enterprises, groups, and individuals to make such dona-
tions and payments for vocational education is that the money given
will be tax-deductible.



Adult and Youth Education in Nicaragua

Nydia Veronica Gurdian and Elizabeth Navarro

icaragua is a country with a young demographic structure, high

levels of poverty and low levels of productivity. Of its 5.5 mil-
lion inhabitants, more than 50% are younger than 20 years old. Of
these youth, 45% are poor, have low levels of education and are there-
fore not productive. During the 1990s, the country’s productivity
suffered an average annual decline of 1.7%. This was three times high-
er than the average in Latin America during the same period.

Achievements and problem areas

The liberalization of trade since the 1990s has not had the expected
positive impact on the employment of non-skilled workers and the
well-being of the poorest segments of the population. The presence
of non-qualified workers with incomplete primary education does
not constitute an advantage for the Nicaraguan economy. Indeed, it
can be argued that the unsatisfactory state of the economy, specifical-
ly regarding the country’s competitiveness, is due in large part to the
low level of education of its workforce.

The formal education system, comprising primary and secondary
education, is under the control of the Ministry of Education, Culture
and Sport (Ministerio Educacion, Cultura y Deportes: MECD), while
the provision of technical education falls under the jurisdiction of the
National Technical Training Institute (Instituto Nacional Tecnolégico:
INATEC). The adult education modality is directed to people over 15
years of age who, for diverse reasons, have not been able to access the
formal education system or have dropped out prematurely. This
modality is the responsibility of MECD’s Directorate of Continuing
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Education for Youth and Adults (Direccién de Educacién Continua
de Jovenes y Adultos: DECJA), which develops flexible and diversi-
fied educational alternatives.

The average schooling of the population aged 15 or older is 4.8
years. In the rural sector, it decreases to an average of 3.5 years; and
among the rural poor, it is below 2.4 years. Nevertheless, Nicaraguan
educational policies over the last decade have made substantial
progress in the development of human resources and in the efficien-
cy of the educational sector (Adato and Roopnaraine 2004).

Parallel to the efforts to improve the formal education system,
MECD has been developing—through DECJA and with the help of
international organizations such as the Spanish Agency for Interna-
tional Cooperation (Agencia Espafiola de Cooperacion Internacional:
AECI) and the Organization of Iberoamerican States (Organisacion
de Estados Iberoamericanos: OEI)—a basic education programme
called the Programa de Alfabetizacion y Educacion Basica de Adultos
de Nicaragua (PAEBANIC). Through this programme, it has reached
45,000 people each year, 35,000 of whom are 15-30 years of age. This
coverage represents 17% of the targeted population in this age group.
In rural areas, the participation of women in this age range is 41%.
The graduation rate for each of the three levels of basic education ex-
ceeds 82%, which is high compared to the graduation and retention
rates in regular primary education. (Republica de Nicaragua 2002).

There is increasing interest in developing educational pro-
grammes that provide instruments for the mobilization of acquired
knowledge and skills in the world of work. This is a most important
and relevant aspect of education policy in countries with low income
and very restricted access to education. In the case of adult education
(Educacion de adultos: EDA), the link with the world of work is
evolving into an open and immediate demand from the learners
themselves, because they are generally at an economically active age
and are part of the lowest economic stratum. Thus they are highly
motivated to find better work and skills options.

In this sense, the adult basic education (Educacion Basica de
Adultos: EBA) provided by DECJA-MECD and the PAEBANIC
programme tries to respond to the lack of technical training among
this population by helping them to acquire skills and promoting
their integration into the world of work as semi-qualified or self-
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employed workers. In this way, the programme helps to improve the
situation of widespread unemployment or underemployment. To
this end, PAEBANIC has implemented extra-curricular courses in
agricultural, industrial and service sector skills for the learners who
take the third level of EBA. These courses take place in INATEC’s
Vocational Training Centres (Centros de Formacidn Profesional) or
in private training centres (Centros de Capacitacién Privados) recog-
nized by INATEC. Between 1999 and 2002, 2,910 people were
trained, and in 2003 (at the time of writing), 1,018 learners were be-
ing trained and would obtain the final official certification of tech-
nical skills in a selected modality.

To capitalize on this initial success, DECJA carried out a revi-
sion: Based on its most successful experiences and lessons learned,
it has formulated a new education model with a relevant and inno-
vative proposal on curricular reform entitled Transformacion Cur-
ricular de la Educacion de Jovenes y Adultos con Orientacion para el

Trabajo (MECD 2003b).

Recent developments and trends

The future development of Nicaragua requires vision regarding adult
and youth education for it is the means for fighting poverty and con-
fronting the challenges of globalization. Globalization is a reality that
has transformed the life of the country and the citizenship require-
ments of adults and youth. It carries with it risks, insecurities and
dangers, but also represents an opportunity to build a more stable
country and provide its citizens with greater opportunities to com-
pete in the global economy and with improved capacities for access-
ing information, knowledge and ideas. Adult and youth education
can thus help to change the population’s traditional values and to
promote the country’s development and put an end to poverty.

The new global scientific, technological, commercial and cultur-
al networks establish links between countries that have something to
contribute, while poor countries such as Nicaragua can feel excluded.
If Nicaragua is not integrated quickly in the global dynamic, the
knowledge divide will widen—with serious consequences.

The new approach to adult and youth education the country is
striving for has to go beyond a utilitarian perspective and recognize
that education is directed not merely towards a person as an eco-
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nomic agent but towards the person’s overall development (Delors
1996). Thus, by means of this curricular proposal, Nicaragua seeks
to move towards the “practopia”: the aim is unite, in an intelligent
and wise manner, practical education with a vision of education
that is based on continuous human development.

Global summits and agreements on education have introduced
a new focus on and commitment to education. At the global and re-
gional levels in recent decades, summits on education have reflected
a new consensus and have reaffirmed that education is “decisive” for
a nation’s development. The agreements promote a form of educa-
tion that is capable of anticipating and adapting to the challenges of
the people, education goes beyond the walls of the school and helps
citizens to improve the quality of their lives and to transform their
attitudes and values.

The renewed commitment to education that has emerged in glob-
al meetings and declarations embraces the necessity of generating new
ways of educating youth and adults. The Hamburg Declaration (UIE
1997) questions formal practices of education and calls for greater in-
teraction between formal and non-formal modalities, as well as for
the flexibility and creativity needed to make this possible. In conclud-
ing, it demands a new approach to adult and youth education:

The new concept of youth and adult education presents a chal-
lenge to the existing practices, because it calls for effective net-
working within the formal and non-formal systems, and for in-
novations and more creativity and flexibility. The ultimate goal
should be . . . the creation of a learning society.

The implementation strategies and initiatives, such as the multi-
phase Youth and Adult Basic Education Programme (Programa Mul-
tifase de Educacidn Bésica para Jévenes y Adultos) funded by the In-
ter-American Development Bank (Banco Interamericano de Desar-
rollo: BID), aims to increase enrolment of Nicaraguan youth and
adults, raise the educational achievement of adults who have never
been to school or who dropped out of the formal education system
after completing basic education, improve opportunities for work in-
sertion of school leavers, increase the graduation rate from basic edu-
cation for youth aged 10-15 years, and strengthen the system of man-
agement, monitoring and evaluation in the basic education sector for
youth and adults.
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In addition to the project with the BID, Nicaragua is also carrying
out a project supported by the European Community through its Re-
gional Programme for the Reconstruction of Central America (Pro-
grama Regional de Reconstruccion para América Central: PRRAC).
This skills development project is aimed at youth and adults in the fi-
nal phase of, or who have completed, the EBA programme run by
the MECD. The project’s activities aim to create and manage a sup-
port system for DECJA at the national and local levels, adapt and de-
velop learning materials and aids, train instructors and facilitators,
and develop, monitor and evaluate courses on skills development.

These projects are expected to deliver basic education for adults
integrated with work-related activities. Specific outputs of these pro-
jects will include: courses regulated at the national and local levels, a
report on curricular changes in continuing education for youth and
adults with work experience, the development of ten specialized
work-related courses, and the production of 18,000 units of teaching
materials, covering lessons for tailoring, beauty care, auto mechanics,
domestic electrician training, building construction, welding electri-
clan training, cabinet-making, confectionary and bakery, agriculture
and livestock rearing. A minimum of 40% of the 1,800 participants
in 120 skills development courses should be women. In addition,
Nicaragua offers adult education courses in work skills financed by
local communities, technical committees and NGOs.

Recommendations

There is increasing interest in providing adult education programmes
that impart knowledge and skills that are directly relevant to the
world of work. This is especially the case in countries with low in-
come and serious restrictions on access to education. In addition,
there is growing awareness of the need to provide educational op-
tions that help young people to complete their education.

The link between adult education and the world of work is devel-
oping out of the open and immediate demand of learners, who are
generally at an economically active age and belong to the lowest eco-
nomic strata. The challenges involved in linking education to the
world of work go hand in hand with the demand for improved NFE
programmes for the most socially and economically disadvantaged

people.
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We recommend including a component on “education and
work” in education programmes for youth and adults. This involves
treating literacy education as part of a vision of social, cultural and
economic development. We also recommend designing skills devel-
opment projects and managing their financing in a way that takes ac-
count of which local resources are available and which are lacking, as
well as of the supply and demand of the productive sector. These
projects should consider a system of revolving credit to promote self-
initiatives. In addition, one must also budget for carrying out impact
evaluations.

Another recommendation is to establish agreements between
institutions responsible for the training of youth and adults in order
to ensure the relevance of the curricula. In time, a national survey
should be conducted in which the labour requirements of the pro-
ductive sector are considered. This would serve as a reference for
youth- and adult-oriented educational projects.

Finally, educational projects for youth and adults designed to
support a culture of work must also show special interest to the con-
cerns of women, sustainable environmental practices, health care
and the formation of a culture of peace and citizenship.
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Challenges in the Construction of a Policy
for Quality Adult and Youth Education

in Guatemala

1lda Moran de Garcia and Otto Rivera

T o put the challenges and perspectives for adult and youth educa-
tion in Guatemala into context, it is instructive to review the
various initiatives in the field of literacy which have been implement-
ed since 1945. Eleven mass campaigns have been conducted by the
National Program of Literacy, as well as the National Movement for
Literacy, until 1982.

With the ratification of the Constitution of the Republic in 1985, in
which literacy is declared a matter of national urgency, the National
Committee for Literacy (CONALFA - Consejo Nacional de Alfabeti-
zacién) was created. It was composed of entities from the private and
the public sectors. However, although it has a state-allocated budget,
its human and financial resources, even twenty years later, are still in-
sufficient to meet the basic learning needs in the area of literacy.

On 29 December 1996, the Government of Guatemala and the
Union Revolucionaria Nacional Guatemalteca (URNG) signed peace
accords that included the transformation of the country’s education
system as an important component. With these agreements, three
and a half decades of armed conflict came to an end. In the new situ-
ation, it was necessary to evaluate the literacy model used to that
point and to adapt it to a more multiethnic, multicultural and multi-
lingual context, in order to respond to the new challenges for educa-
tion in the new context and to support the consolidation of democ-
racy and peace.
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It is instructive to take stock of the development and history of
CONALFA, especially since the formulation of the National Policy
of Adult and Youth Education, and the support being provided to it
by international agencies. Such an assessment can no longer be put
off; all key actors in Guatemala’s development will have to take part
in it. Because the very present and future of its younger generations
are at stake, it is hoped that this new national policy will become a
reality in the medium term.

Background

A study of the International Institute for the Planning of Educa-
tion, Buenos Aires (CEPAL-UNESCO 2005), on secondary educa-
tion in Latin America notes that the most important tensions be-
tween youth education and development models appear to be those
between:

1. the need to organize learning spaces for youth and limitations
of budgets destined to youth education;

2. the demand for a diverse education and the demands for im-
mediate training for jobs in the formal and informal econo-
mies;

3. the knowledge and skills required by globalization and open
markets, such as the English language, and knowledge and
skills which are required to ensure cultural diversity and the
cultural identity of native peoples; and

4. the need to transform youth in secondary schools and the
growing fear in many societies of youth violence.

These four challenges must be taken into account in the formulation
of an adequate proposal for expanding and transforming secondary
education in Guatemala.

Secondary education follows primary education in Guatemala
and comprises two levels—the basic and the diversified levels. Its cur-
rent structure was defined in Article 67 of the Law of Education (12
January 1965, Decree No. 317) as

the stage which provides basic common culture to the learners and
explores their aptitudes and interests in order to guide them in their
vocations. It includes systematized studies of general and diversified
character that are taught in primary and secondary schools.
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The duration of secondary education is six years, divided evenly
between the basic and the diversified levels (in some courses of study,
it lasts an additional year). Those who complete the diversified level
are awarded either a high school diploma (Bachiller in Spanish) or a
technical degree, the Perito, for students who have focused on techni-
cal subjects. The Guatemalan model of middle education is similar to
that in Ecuador, Mexico, Paraguay, Peru and Uruguay.

Article 68 of the 1965 Law of Education established eleven objec-
tives for secondary middle education. These objectives are meant to
ensure the complete ‘formation’ of each youth, preparing him/her
for his/her ‘civil and social’ life, developing his/her ethical values
and so forth. Diagram 1 presents the current model of secondary ed-
ucation in Guatemala.

Diagram 1. Current model of secondary education in Guatemala
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The new Law of National Education (Legislative Decree No.
12-91), which has been valid since 12 January 1991, does not fix a
definition of secondary education; it simply identifies it as the
fourth level of the school subsystem of formal education. Other
parts of the law do not specify that the previous law has been abro-
gated, which suggests that the former law is still valid regarding the
definition and organization of middle education.

Basic Secondary Education

Secondary education in Guatemala has two levels, basic secondary
and diversified secondary. Basic secondary education provides three
years of education to 13-15-year-olds who have completed Grade 6
of primary school. At this level, there is also a high percentage of
over-age students which ranged from 11% to 17% between 1996 and
2000 (Anderson 2001: 19) Basic secondary education provides aca-
demic and technical education that is expected to prepare graduates,
who cannot continue their secondary education, to join the labour
force. Its main purpose is to give an opportunity to the students to
get to know their aptitudes and acquire a general culture that would
allow them to act in an efficient and intelligent manner in the world.
The basic secondary level has two areas of concentration: general
culture and occupational goals.

The 1991 Law of National Education specifies that the basic sec-
ondary level encompasses eight “study plans” (pen sum), which are
differentiated according to the particular combinations of objectives
(general culture, work preparation), teaching hours (day, night time),
time when teaching takes place (weekends), location/means of teach-
ing (at a centre, through television, radio, etc.), student ages (aged
12-16, or 18 and above), or according to the subjects covered—for in-
stance, basic subjects (e.g. Spanish, mathematics, natural sciences,
English, plastic arts, musical education, physical education) as well as
other subjects (e.g. occupational areas, chemistry, biology and ac-
counting). These study plans have not been revised for 25 years.
However, the incorporation of “new study plans” (Zelesecundaria or
tele-secondary, weekend plans) involves more than new curricular
proposals; there are also new cooperative schools that function most-
ly in urban areas. Both cooperative schools and “Telesecundaria”
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were started to increase coverage at the basic secondary level (Ander-
son 2001).

Indicators of coverage, equity and internal efficiency

Despite the efforts to increase coverage, the net rate of coverage in
both the basic and the middle levels has remained low. Statistics of
the Guatemalan Ministry of Education (MINIDUC) suggest that, in
2003, the middle level of schooling reached just 23.15% of the 13-18-
year-old population. This indicates that out of 100 individuals in
this age group, approximately 68 are left out of the education sys-
tem.

In 2002, 180,423 students graduated from Grade 6 of primary
school, and out of these, only 54.44% entered the next level. In 2003,
of 306,187 youth aged 12-13 years, only 97,719 (32%) were regis-
tered in the basic secondary level. This means that in 2003, second-
ary education failed to reach all secondary-school-aged youth.

The number of those who are over-age in basic secondary educa-
tion is high. In 2003, the over-age rate in basic secondary level was
36.21%—for males (39.28%), the rate was 6.61% higher than for fe-
males (32.67%). These figures are indicative of the great deficiencies
in the Guatemalan education system. The problem calls for a combi-
nation of educational strategies which can respond effectively to the
current structural constraints.

Drop-out rates are high

Of those registered in 2003, approximately 8.47% left school. The
drop-out rate at the basic level was 7.92%. The state has provided
less secondary education in some regions of the country than in
others. In fact, educational resources for the two levels have been
allocated to some regions while others have been neglected. Ac-
cording to data provided by MINIDUC, six provinces have almost
no educational services at these levels: Peten, Izabal, Zacapa,
Chiquimula, Jalapa and Jutiapa. Whoever wants to continue their
post-primary studies, and has the means to do so, must travel to
other places. The data shows that 78% of the services are located in
urban areas and only 22% in rural ones. In rural areas, schools are
located mostly in the main cities of the provinces.
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With regard to funding, private contributions for educational
services are high at these levels, but they are offered mostly in large
cities. Such contributions come to only 18% in rural areas, and
then mostly in highly populated settlements. Cooperatives cover
18% of the financial burden in urban areas and 48% in rural areas,
whereas the state contributes 26-33% of the funding.

In the six backward provinces mentioned earlier, there are prac-
tically no educational services. The highest deficit is in the rural ar-
eas, where only 24.5% of the institutions offering basic-level studies
are located. This is quite shocking considering that more than 60%
of the school-aged population lives in rural areas. In the municipali-
ties where the rural population makes up 60% or more of the total
population, only 21.6% of the school-aged population is covered.
This deficit increases significantly in municipalities with 80% or
more of their population located in rural areas. In such municipali-
ties, the educational coverage is only 12.3%.

As for gender disparities, we see that, in 2003, there was no sig-
nificant difference in educational coverage between males and fe-
males; in fact, in some provinces, females outdid the males, with
more women being covered than men. Nevertheless, in general, net
coverage is consistently low, regardless of gender. Coverage is even
lower in those provinces with a high population of indigenous
communities.

Regarding the private/state contribution to coverage, we find
that, in 1996, 32.2% of enrolment at the basic level and 25.8% regis-
tration in the diversified level was recorded in state-run schools,
while 45.1% and 73.9% of the enrolment, respectively, was recorded
in private-run schools. The situation seven years later, in 2003,
showed a trend towards the drastic reduction of state provision and
an increase in private-sector provision. At present, the private sector
is the largest provider of education in Guatemala.

An analysis of the expectations concerning the middle and sec-
ondary school levels in Guatemala must take account of the limited
state provision. Middle and secondary schooling reaches only a lim-
ited group of youth in the country.
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Diagram 2. Modalities of basic education: Types of centre offering
secondary education
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Program of Extension and Improvement of Basic Secondary Education

PEMEM (Program of Extension and Improvement of Basic Sec-
ondary Education) centres were originally developed in the 1970s
with the support of the World Bank. The new PEMEM institutes
provide general and technical education geared towards preparing
students to enter the labour force upon completion of their studies.
In 1998, PEMEM institute enrolment constituted 28% of public sec-
tor enrolment at this level (Chang and Menendez 1998). They also
provide courses that have a commercial orientation, such as market-
ing, advertising and organization of small or family businesses.

Local communities view the institutes positively. Parents per-
ceive them as providing their children with an opportunity. Pupils
learn working skills in specific areas, such as plumbing, carpentry,
sowing, secretarial techniques, beauty parlour techniques, which al-
low them to contribute to the family budget.

The PEMEM institutes respond to social demands that go be-
yond their immediate utility to the labour market. The major justifi-
cation is that students learn skills that allow them to support them-
selves or to start a small business. There are 45 PEMEM institutes in
the country: 11 in Guatemala City, four in Quetzaltenango, two in
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San Marcos and the remaining 28 in Suchitepéquez. Although MINI-
DUCs Statistical Yearbook does not offer specific information on en-
rolment, it is estimated that these institutes cater to a population of
8,000 students, which equals 6.6% of the students covered by the state.

However, this programme has several shortcomings. The infra-
structure—comprising workshop rooms, classrooms, multipurpose
halls—is extremely deficient and not properly maintained. Not even
the most minimal equipment is available for practical experience. In
many ways, the equipment is obsolete and fit to be seen as museum
pieces of technical-professional training.

“Tele” High School

MINIDUC sought to increase coverage at basic secondary level
through two different modalities: Zélesecundria and cooperative
schools. Based on a ministerial agreement from 3 March 1998, the
Basic Secondary Level-“Tele” High School (Zélesecundria) was creat-
ed with the objective of increasing coverage. The idea was to have
teaching supported by the use of audiovisual (television pro-
grammes) and additional materials written for teachers and students.
The programme was established in a five-year experimental phase. It
used infrastructure already available in local communities or at pub-
lic schools at the basic secondary level. During the initial period. the
programme was supervised by the System of Betterment of Human
Resources and Curricular Adaptation (SIMAC).

In 2004, the programme expanded to the 22 educational states
into which the country is divided. It enrolled 30,643 students at first,
second and third levels of basic education. The students were also en-
rolled in “Tele Secondary Institutes’. The Tele Secondary project
aimed to broaden the scope of these non-conventional mechanisms
and offered a Tele High School Diploma.

The history of “Tele Secondary” in other countries needs to be
studied and analysed to take full advantage of its potential. The
model must also be compared and analysed in the context of new
educational tendencies, in which education goes beyond a teacher-
centred system of learning. New technologies, such as ICTs, like-
wise need to be considered.

In addition, there are several centres that have been established
by other countries or private or foreign groups. Some of these cen-
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tres, with their activities and educational products, exist in isola-
tion and are not integrated into the education system; they do not
form part of a common vision of education.

Cooperative schools

The General Direction of Out-of-school Education (DIGEEX),
which has the responsibility of planning out of school education,
promotes and oversees various programmes and actions, such as the
cooperative schools. Cooperative schools function through a tripar-
tite agreement between MINIDUC, legally organized parents’ asso-
ciations, and municipal authorities. MINIDUC provides a subsidy of
the equivalent of US$1,000 per section (20-25 students) per year; the
parents agree to pay the equivalent of US$2.7 per month; and the
municipality agrees to apply the equivalent of US$133 per section
per year. In addition, the municipality may donate land and may
contribute funds for school construction, and the parents also con-
tribute funds and/or labour to build the school. In 2003, 765 centres
offered secondary schooling; and out of these, 692 offered basic sec-
ondary schooling and 73 diversified secondary education.

Potential demand for the basic level of schooling

Looking at the current coverage of the education system, it is possi-
ble to extrapolate the number of students who will demand second-
ary education service ten years from now. If, in linear terms, we as-
sume that growth is 5.4% per year, then in ten years this will mean
that 108,948 students will require attention from the system. This fig-
ure is likely to increase if the population were to increase or primary-
school provision were to improve. (In fact, the latter has already oc-
curred due to the priority given to primary school provision, rather
than secondary school provision.) Even if this projection were to be
extended over ten more years, with the same parameters—whereby at
the basic level only 50% of the potential population were attending
schools, and at the diversified level only 19% of the population—
4,000 new positions would still be required.

However, due to the recent efforts to “save” the first grade of pri-
mary school, it is likely that within a matter of five years the demand
will increase so much that will be provide the necessary coverage and
meet the same criteria that exists nowadays.
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The official projections take account of the growth in the popu-
lation as stated in the data provided by the National Institute of Sta-
tistics. These simulation charts assume that all children who are 7
years old will be mandated to attend Grade 1 and so on. Based on the
linear projection from the percentage in 2003, it becomes possible to
predict the coverage that will be needed in 2024.

The objective of this simulation is only to show the critical situ-
ation facing the formal educational system in Guatemala at all educa-
tional levels. These figures show an undeniable reality, specifically no
government budget that will be able to respond to the current and fu-
ture demands of the existing educational models. From a linear sim-
ulation of 5% annual growth, it can be seen that by 2014 the initial
demand will be 59,311 students, with an estimated growth of 5,400.
This will mean that the current situation of denying and ignoring ru-
ral areas will continue.

The potential demand will be much higher, of course, once the
government’s commitment to assuring mandatory education takes
effect for the entire primary school population.!

In Dakar in 2000, the international community agreed that our
education systems must try to satisfy the educational needs of all
young adults through the equal establishment of appropriate pro-
grammes, with an emphasis on the acquisition of knowledge and life
competences so necessary for make a living and participation in the
political, social and cultural life of the community (UNESCO
2000). Because of this it is a fundamental concern of ministry au-
thorities to broaden access to the basic level of education in the ru-
ral areas. On one side, this is about expanding the right to education
and on the other side; it is about contributing to poverty reduction.
According to ECLAC, a minimum of ten years of schooling are re-
quired in order to have the opportunity to exit poverty.

While low access is a big challenge, a greater challenge is the
qualitative dimension of education at the basic level. Multiple strate-
gies have to be considered for the expansion of basic education. This
will include the public sector as well as joint efforts of the private
sector and cooperatives; it will also include the formal and non-for-

1. According to the Political Constitution of the Republic of Guatemala, Art. 74,
“Education is Mandatory,” Guatemalans have the right and the obligation to receive
basic, initial, pre-primary, primary and basic education, within the limits established
by the law.
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mal systems, as well as the combination of distance and traditional
learning. It will examine opportunities and advantages of incorpo-
rating new ICTs. Plans for financing will need to take account of is-
sues involved in expansion, equity and quality, quantitative-qualita-
tive changes, teacher training, and cultural diversity.

Literacy training

CONALFA’s goal is to reduce the illiteracy rate—which in 1990 was
estimated at 44.9% and in 2000 at 27.5%. However, a UNESCO
study has estimated the illiteracy rate for 2000 to be 37% and a reduc-
tion to 32.14% in 2003 (USAID 2004). According to data from
CONALFA (2004), the rate decreased slightly in 2004 to 30.54%.

In a society of approximately 12 million inhabitants, of which
52% are 18 years old or younger and 77% live in rural areas, and
1,931,407 of the total adult population are illiterate, it has been very
difficult to measure with complete confidence the reduction in the
real rate of illiteracy of youth and adults. According to the results of
the MEDIR Project in 2003 and 2004 (USAID 2004), for instance,
each year 83,000 new illiterates are produced out of which 50,421 are
individuals who registered in the first year of primary school but
failed and never re-entered the education system. The remaining
32,418 never entered the system in the first place. This situation re-
quires that the profile of illiterate persons be redefined by taking ac-
count of the contexts and cultural diversity of the individuals and by
adapting methods, techniques and modalities of delivery and mate-
rials to their educational and cultural contexts.

Content of adult education

In Guatemala, adult education takes place in selected adult “night
schools”, which are part of the literacy and post-literacy programmes
of CONALFA'’s Execution Unit, which coordinates the extracurric-
ular programmes of the National Directorate of Extracurricular Ed-
ucation of MINIDUC and government organizations, as well as the
literacy and post-literacy programmes of the NGOs.

The night schools conduct curricular programmes of “accelerat-
ed education” for adults which allow students to take the first six
years of primary education in only four years. They work through
four stages: the first is equivalent to Grade 1 of primary school; the
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second is equivalent to Grades 2 and 3; the third stage is equivalent
to Grades 4 and 5; and the fourth stage is equivalent to Grade 6. Ex-
tra-curricular education is supported through the “Family cores” of
the Development of Education (NUFED). It is a programme that
has been developed with a view to using alternative educational
methodology by training through radio broadcasting.

To complete Grade 6 of the primary level, the student must pass
through three stages: an initial phase, which corresponds to learning
of reading and writing as well as basic numeric calculations, and then
two post-literacy stages, which are equivalent to Grades 3 and 6 of pri-
mary school. The contents are distributed in the following areas: lan-
guage and communication, applied mathematics, society and com-
munity, hygiene and health, economics and productivity, and natural
resources. Each stage lasts up to eight months. Study certificates and
the sixth grade diploma—which is equivalent to primary education—
are certified by CONALFA in accordance with Ministry Agreement
No. 225-96.

Policy planning and financing

Policy planning and programme financing is conducted directly by
the Superior Bureau of the Ministry of Education, which works un-
der the jurisdiction of MINIDUC

Regarding literacy and post-literacy programmes coordinated and
executed by CONALFA, the process is as follows: The executing en-
tity and its Technical Council designs policies and strategies. The Na-
tional Literacy Committee then discusses and approves these in order
to comply with Art. 8 of Decree No. 43-86 of the Literacy Law.

The budget of CONALFA (2000) is established in Art. 17 re-
formed by Decree No. 54-99. The process of literacy will be finan-
cially supported through the following sources:

a) The National Budget for fiscal year 2001 assigned CONALFA
1% of tributary income of the current government, dimin-
ishing by one-tenth per year for the next seven fiscal years,
thus until 2008.

b) The budget assigned will be equivalent to no less than 1% of
the General Budget of Expenses of MINIDUC for each fiscal

year.
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¢) Additional sources will be provided by donations from indi-
viduals or organizations, through transfers on behalf of a na-
tional or international donors.

d) Any other sources of income, whether ordinary or extraor-
dinary, will be designated specifically for the literacy or post-
literacy process.

The budget is clearly not enough. Yet with the support of the in-
ternational agencies and national organizations of CONALFA’s Ex-
ecution Unit, it has been possible to count on support for the repro-
duction of materials for specific projects, the training of profession-
als and technicians, the purchase and maintenance of equipment and
vehicles, and economic compensation for some literacy workers.

The current curricular structure

At present the literacy programme consists of two stages: an initial
stage, the core of which is the teaching of literacy (reading and writ-
ing) skills and numeracy (elementary “calculation”) skills. This
phase is equivalent to the Grade 1 of primary school.

The second stage corresponds to the first phase of post-literacy
(equivalent to the Grade 3 of primary school) and the second phase
of post-literacy (equivalent to Grade 6). In both stages, the subjects
covered include: community and society, economy and productivity;
applied math; language and communication; natural resources; and
hygiene and health. These subjects have to be transformed at the cur-
ricular and pedagogical levels within the larger context of educational
reform (PROASE-CONALFA 2003) and the strategy of betterment
of educational quality promoted by MINIDUC.

Delivery modalities: Reviewing modalities and techniques

At the end of 2004, the modalities of delivering literacy services were
diverse. Although they all had the same focus and used the same ma-
terials, their application became difficult depending upon the specif-
ic context in which they were used. Some of the elements of this di-
versity can be seen below:

1. Students in the last year of basic secondary education were
trained as literacy workers; to receive their diploma at this
level, they had to teach a minimum number of illiterates.
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2. Agreements were made with NGOs.

3. Agreements were made with indigenous women in rural

communities.

4. Agreements were made with magquila workers.

. Literacy projects were conducted in private enterprises.

6. ‘Educating Mom and Dad’ - An initiative in which children
committed to teach their parents and other adults to read
and write (this programme has yielded very positive results).

7. Radio literacy programmes were conducted.

8. ‘Adopt an Illiterate’ - Housewives were enrolled as volun-
teer to promote literacy.

9. Bilingual literacy programmes were promoted.

10. Literacy programmes were conducted in jails and detention
centres.

11. Literacy programmes were conducted in churches.

12. Literacy programmes were conducted in squares/markets.

13. Literacy programmes were directed to the HIV positive
population and sex workers.

14. Literacy programmes were directed to individuals with ear/
voice impairments (this initiative was developed with young
girls who suffer some kind of impairment at this level).

15. General volunteering was also common.

16. Volunteers were trained to impart literacy to Guatemalans
or other Latin Americans living in the US who did not
know how to read and write.

u

This diverse list highlights the methodological challenges involved
both in trying to develop a unique approach for use in very hetero-
geneous circumstances, and in retaining the methodological integra-
tion while promoting the application of similar materials for all con-
texts, particularly those that go beyond the simple traditional urban-
rural dichotomy.” Unfortunately, the creation of official bodies that
work in parallel to others, such as the National Movement for Liter-
acy, MONALFA (2000-2004), has made it difficult to monitor and
evaluate results to determine the efficiency and efficacy of different
initiatives. This has weakened CONALFA institutionally, technical-
ly and financially. Currently, an enormous efforts are required to con-
solidate a wide-spectrum policy which would allow for the transi-
tion of activism towards action in favour of quality education for all.



Quality Adult and Youth Education in Guatemala 229

Multicultural and multilingual literacy

In the context of the Guatemalan peace process, the signing of the
Agreement on the Identity and Rights of Indigenous Peoples (Guatemala
1995) marked Guatemalan society’s recognition by of its diverse eth-
nic, cultural and linguistic heritage, which together with agreements
on the socio-economic and the agrarian situation formed the param-
eters of educational reform, which promoted deep transformations
in the national education system, transformations that bore directly
on the pluralistic reality in the country.

Literacy was no exception. CONALFA began work on the im-
plementation of indigenous languages, beginning with a re-definition
of the concept of “illiterate” in the broader sense, which had designat-
ed those who do not read or write the official language; the new def-
inition takes account of the other 23 languages which nowadays are
also considered national languages (Guatemala 2003).

Bicultural biliteracy implied more than a simple use of indige-
nous languages (CONALFA n.d.). It involved opening up the debate
and provoking a change in the way in which literacy is conceived.
This was in agreement with statements made at the 2000 World Ed-
ucation Forum in Dakar, in particular that ‘speaking and writing a
language are key factors for the definition, implementation and meas-
urement of literacy’ (UNESCO 2000).

The central message in Dakar was that educational models had
not been reviewed with sufficient depth; instead the deficiencies of
these models were retained to the detriment of millions of youth and
adults, who were taught in languages they did not comprehend. On
the other hand, if these “literacy models” are to evolve in a different
context, especially where poverty is rampant, they need to be inte-
grated into a poverty reduction strategy.

Literacy for All: Immediate and future prospects

CONALFA is currently promoting two lines of action in coopera-
tion with UNESCO’s Guatemala office and Brazil’s National Liter-
acy Solidarity Program: planning policies on youth and adult educa-

2. During the government of President Alfonso Portillo (2000-2004) MONALFA
was created, and this institution promoted the I Seminar on Methodological Integration
in April 2003.
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tion; and its evaluation regarding its technical and financial sustain-
ability.

In the context of UNESCQO’s Literacy Decade and Education
for All, the objective is to mobilize a series of actions at the deci-
sion-making levels which will allow for the mobilization of efforts
and resources with the same objective, implementing long-term
strategies with practical and efficient modalities, for the exchange
of information and experiences at other levels, allowing for the
betterment of techniques based on delivery modalities and de-
signed with actors of the literacy process.

To achieve the objectives set in the Dakar Framework for Action
and the Millennium Development Goals for 2015, a country such as
Guatemala will have to make an investment equivalent to US$23.4
million in 2005, US$27.8 million in 2010, and US$33.5 million in
2015 (CEPAL-UNESCO 2005). This task exceeds national capaci-
ties, and therefore requires the commitment and support of the inter-
national community.

As Rosa Maria Torres would put it, literacy cannot and should
not be reduced to distributing pencils and notebooks, when the gap
between functional illiteracy and digital illiteracy in our societies con-
tinues to grow.

States, educational communities and international organizations
will need to help each country in need to fulfil its social responsibil-
ity and to face structural problems which produce poverty and illit-
eracy. Such collective action will enable the building of a future that
starts with today’s actions (UNESCO 2004).
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Namibia’s Adult Literacy and Learning
Programme

Beans Uazembua Ngatjizeko

At independence on the 21 March 1990, Namibia inherited an ed-
ucation system characterized by gross inequalities in the alloca-
tion of resources to schools for different ethnic groups. The Govern-
ment of the Republic of Namibia (GRN) recognized this challenge
and the central role of education and training in the process of na-
tional development quite early on and has placed great emphasis on
educating its people. Since independence, the government has allocat-
ed 25-30% of its annual budget to the Ministry of Education (MOE).
To redress this imbalance, the MOE’s Directorate of Adult and Basic
Education (DABE) launched the National Literacy Programme in
Namibia (NLPN) on the 5 September 1992; its aim is to provide ed-
ucation to the disadvantaged, marginalized or left-out. DABE’s over-
all goal is to increase the adult literacy rate to 90% by 2015 while try-
ing to live within its stated mission, which reads as follows:

DABE is dedicated to the provision of basic education to disad-
vantaged adults and out-of-school youth, with the aim of im-
proving their quality of life and enabling them to contribute
more effectively to community and national development. (ILO
1996-2007)

There are a great number of partners and stakeholders (public,
private and NGOs) whose efforts complement those of DABE.
Their contributions will be highlighted or reflected in this report.
Despite these efforts, various surveys and studies conducted in recent
years have indicated that the Namibian labour market still faces a
shortage of educated, skilled and experienced workers.
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DABE programmes

DABE has four main programmes: the National Literacy Pro-
gramme in Namibia (NLPN), the Adult Upper Primary Education
(AUPE) programme, the Adult Skills Development for Self-Employ-
ment (SADSE) programme, and the Community Skills Develop-
ment Centres (CLDCs) programme.

These programmes are carried out or implemented by the staff
responsible for one of four main sub-divisions:

1. Sub-Division on Research, Planning and Programme Devel-
opment: It conducts research and needs assessment and is re-
sponsible for programme assessment, identifying new pro-
grammes, and suggesting new directions.

2. Sub-Division on Materials Development: It is responsible for
developing, printing and distributing learning and teaching
materials in mother tongues and English, as well as for devel-
oping curriculum for literacy and post-literacy programmes.

3. Sub-Division on Training of Trainers: It organizes training
programmes for staff (pre-service and in-service) and sup-
ports training of cooperating partners.

4. Sub-Division on Monitoring and Evaluation: It is responsi-
ble for monitoring the programmes through the collection
of analysis of statistics as well as organizing programme eval-
uation exercises, yearly evaluation and assessment of learning
achievements.

In addition, the Sub-Division on General Services is responsi-
ble for providing clerical, administrative, transport and other sup-
port and auxiliary services for the DABE.

Constant improvement on policies

The National Policy on Adult Learning (GRN 2003), which was ap-
proved by Cabinet in July 2003, provides an overall policy frame-
work for adult learning. The policy addresses issues of programme
development, resources, co-ordination, policy implementation and
monitoring. It identifies the government’s role within this frame-
work. It recognizes the important contributions by the private sector
and civil society in the promotion of adult learning, and indicates that
the government wishes to maintain partnerships with both sectors.
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On the other hand, the Policy Guidelines for the Second Phase of
the National Literacy Programme in Namibia, 1996-2000 (DABE
1997) is currently under review.

Another important development in Namibia is the Strategic
Plan for the Education and Training Sector Improvement Programme
(ETSIP), 2005-2020 (GRN 2006), a 15-year educational roadmap
which outlines the government’s intention to improve educational
provision to the nation. This “plan for a learning nation’ has clear-
ly delineated the MOE’s plans to improve educational provision in
Namibia.

Efforts in cultural diversity

Since Namibia has about thirteen indigenous languages, these need-
ed to be further developed and maintained so as to enrich and sustain
the country’s cultural diversity. Doing so has been a priority and a
matter of language policy since independence; the MOE opted for
mother-tongue or home-language instruction as the basic foundation
during the first three years of formal education, with English (the of-
ficial language) as a subject only until Grade 4 for full implementa-
tion.

DABE thus followed suit regarding non-formal education, where
mother-tongue instruction has been the foundation of the first two
stages of the adult literacy programme. Materials were thus developed
in the indigenous languages, including those languages to which
some referred as “minority languages”. Quite recently, DABE, to-
gether with the Kwe People of Western Caprivi, initiated, developed
and produced the Kwedam language stage 1 primer. Another primer
for stage 2 will follow. The Kwe People, like other San-speaking com-
munities, are part of the marginalized nomadic communities with a
high rate of illiteracy.

Adult learners with disabilities benefit from DABE’s pro-
gramme as well. There has been significant progress in the integra-
tion of blind and deaf adult learners into the National Literacy Pro-
gramme. DABE has been hard at work on ensuring that visually
and hearing impaired adult learners in all thirteen regions of the
country benefit from the programme. A variety of literacy materials
in indigenous languages have recently been translated into Braille in
South Africa.
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Contributions of partners to quality adult and youth education

As has been mentioned in the background, there are a great num-
ber of partners and stakeholders who contribute significantly to
the quality education of adults and young people in Namibia, but
only some will be highlighted here.

Namibian College of Open Learning

The Namibian College of Open Learning (NAMCOL) has provid-
ed alternative secondary education to out-of-school youth since its
creation by an Act of Parliament in 1997. NAMCOL is the largest
provider of alternative secondary education, using both face-to-face
and distance education modes for Grade 10 (Junior Secondary) and
the International General Certificate of Secondary Education
(IGCSE), which is Grade 12. Apart from these courses, NAMCOL
has been offering others, such as the Certificate in Education for De-
velopment (CED), which target adult educators and community or
extension workers. Other courses offered treat computer skills and
the Commonwealth Diploma in Youth in Development Work.

NAMCOL’s student intake for 2005 was 27,341.

Centre for External Studies (CES) at the University of Namibia

In keeping with section 4 of the University Act (GRN 1992), the
University of Namibia (UNAM) aims, among other things, ‘to pro-
vide extension services’ and ‘to further training and continuing ed-
ucation’. These clauses provide a statutory basis for the development
and management of open and distance learning activities at UNAM.
Set up in 1993, the CES is charged with developing flexible and open
learning methods that cater to the educational needs of people who,
for a variety of reasons, cannot come full-time to any of the univer-
sity campuses to further their studies. The mission of the CES is
therefore to provide accessible quality higher education and create
opportunities for professional development to adult members of the
community by the provision of open learning through distance and
continuing education programmes. In 2003, the CES had a total of
4,128 students registered in the eight distance programmes available
at UNAM. These programmes are: Bachelor of Education, Bachelor
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of Business Administration, Bachelor of Nursing Science, Basic Edu-
cation Teacher Diploma, Diploma in Education: Maths and Science,
Diploma in Education: African Languages, Diploma in Adult Edu-
cation and Community Development, and Postgraduate Diploma in
Education.

Polytechnic of Namibia, Centre for Open and Lifelong Learning

According to section 4 of its charter (Nekongo-Nielsen 1995), the
Polytechnic of Namibia is mandated to provide ‘post-secondary ca-
reer-education’ and ‘continuing education at a post-secondary school
level’. The Centre for Open and Lifelong Learning (COLL) provides
and coordinates delivery of distance programmes. COLL currently
offers the following qualifications: National Certificate/National
Diploma in Business Administration, National Certificate/National
Diploma in Public Science, National Certificate/National Diploma
in Accounting and Finance, National Certificate/National Diploma
in Marketing; National Diploma in Human Resources Management,
B. Tech in Nature Conservation, and B. Tech in Agricultural/Man-
agement.

The Ministry of Youth, National Service, Sports and Culture
(MYNSSC)

MYNSSC has been created solely to redress the plight of youth by
facilitating skills development that leads to job creation and pover-
ty alleviation. MYNSSC continues to provide skills and entrepre-
neurial development through its Community Skills Development
Centres, such as the one at Kainachas, Southern Namibia. Here
youth receive skills training in trades such as bricklaying, welding,
plumbing, hospitality and tailoring. Interestingly, this is a dual sys-
tem, involving six months of theoretical and another six months of
practical training.

Skills expansion programmes are also conducted in the multi-
purpose centres which are spread virtually throughout the country.
Here one-year tailoring courses are offered, as is basic computer train-
ing. With the National Youth Service Bill having passed through
both Houses of Parliament, more market-related programmes will
add value to MYNSSC’s current programmes.
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Creation of the Namibian Coalition for the United Nations Literacy
Decade

Following the launch of the United Nations Literacy Decade (UNLD)
in February 2003, the then Minister of Basic Education, Sport and
Culture (MBESC), Mr. John Mutorwa, created the Namibian Coali-
tion for the United Nations Literacy Decade (NCUNLD). MBESC
set the process in motion, and in March 2004, the NCUNLD Com-
mittee emerged, following a two-day conference co-sponsored by
MBESC and UNESCO.

It is important to note here that the UNESCO Windhoek Clus-
ter Office has been instrumental in supporting the NCUNLD in its
initial stages and it continues to play a vital role in the coalition’s op-
erations. One of the daunting and challenging task facing the coali-
tion is resource mobilization (both national and international), since
without financial support, the well articulated Strategic Plan could
not be realized. UNESCO support, both financial and technical,
has been commendable and will continue to be needed in future.
Another challenge is to get all possible stakeholders, particularly the
private sector, on board, as well as to maintain the momentum of
this national initiative. The NCUNLD—representing a broad spec-
trum of government ministries, offices and agencies, NGOs, com-
munity-based organizations, parastatal corporations, private-sector
enterprises, and private individuals—aims to promote Literacy for
AlL It functions as a sub-committee of the National Education for
All Forum and recently launched its Strategic Plan.

In addition to its task of achieving 90% literacy by 2012, the
NCUNLD also has the following objectives (as spelled out in its
Strategic Plan 2005-2006):

* To monitor and influence the implementation of the policy
framework related to literacy.

* To promote literacy at all levels.

* To eliminate gender disparities and promote gender equality.

* To improve the quality of literacy programmes and lifelong
learning.

* To improve the quality of life of all Namibians.

* To secure sustainable partnership/networking among stake-

holders.
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* To advocate Literacy for All
* To increase the availability of materials in local languages
and in formats accessible to people with disabilities.

¢ To sustain the activities of the NCUNLD.

Strategic alliances have thus been created to take this process much
further, even beyond the UNLD.

National Education for All Forum

The Government of Namibia has created a national forum with a
clear National Plan of Action 2001-2015 (GRN 2002). It has declared
education as a first national ‘priority among other priorities’. It has
consistently worked to provide an education for all that facilitates
development and social equity. This has to be seen against the back-
ground of government’s development goals of ‘sustaining economic
growth, creating employment, reducing inequity in income distribu-
tion, and reducing poverty’ (GRN 2002). This national forum, which
consists of all stakeholders and partners, is being spearheaded and co-
ordinated by Line Ministries of Education (Ministries of Education
and of Gender Equality & Child Welfare). During the EFA Global
Week (in April each year), EFA activities are arranged in one specific
region with the same type of activities taking place simultaneously in
all other twelve regions (Namibia has thirteen regions) of the coun-
try. All six Dakar Goals are emphasized during this period and rea-
sonable success has been achieved on each one of them.

Areas of innovation
Adult Learners Week

Each year during Adult Learners Week (1-8 September), special em-
phasis is placed on the education of adults and out-of-school youth.
Literacy programmes are strengthened through mobilization and
support during this period. It is also at this time that certificates or
awards are presented to successful learners and others who con-
tributed to the success of the National Literacy Programme.

Family Literacy Programme

The MOE’s reference group on the Family Literacy Programme was
established to determine the best strategies for implementing this
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programme. Data collectors were trained with assistance from the
Association for the Development of Education in Africa Working
Group and the Namibian Educational Research Association. A study
was conducted to identify and assist parents and other care providers
in Namibia to support their children in the first years of primary
school and the resultant report was submitted to MOE authorities.

The study on family literacy was confined to one school and
community per region. The pilot phase to be implemented as a re-
sult of this study will be limited to the same schools and communi-
ty where the study was conducted. Family literacy promoters were
recently trained with assistance from the Namibia Literacy Trust in
order to start the pilot phase.

National research team on literacy and non-formal education

Following the First International Technical Workshop on Strength-
ening Literacy and Non-formal Education Policies and Practices
within the EFA framework which UNESCO convened in Paris,
21-24 July 2004, the current director of DABE helped to set up a re-
search team on literacy and NFE. The purpose of the research team
is to identify research areas in literacy and NFE, carry out the re-
search (provided that funding can be secured), and document and
widely disseminate its findings. The first study on attracting more
men to literacy and NFE programmes is due to be conducted.

Constant improvement on monitoring and evaluation:
Identification of indicators

DABE’s monitoring and evaluation is constantly striving to improve
on its data collection exercises and data analysis processes in order to
meet international standards. This is done not only to continue re-
flecting and reporting on the number of learners in or graduates from
the literacy programmes, but also to use the statistical information for
planning purposes. Recently, DABE, in cooperation with the UN-
ESCO Windhoek Cluster Office, conducted a pilot project on the
identification of indicators, a project from which Namibia, Lesotho
and Swaziland have benefited and which will help Namibia to im-
prove not only on its data collection and information analysis and
dissemination, but also that of its partner organizations.
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Conclusion

Though Namibia has made attempts to address quality of adult and
youth education, much still needs to be done. Participating in inter-
national forums such as the South-South Policy Dialogue where
countries share information helps nations such as Namibia to learn
and improve their programmes.
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Mozambique’s Literacy and Adult Education
Programmes: A Sub-sector Strategy

Ernesto Muianga

his chapter is on Mozambique’s national programme in literacy,

adult education and non-formal education (NFE). The introduc-
tion draws on an article entitled ‘Literacy in Mozambique: Education
for All Challenges’, written by Mouzinho Mario and Debora Nand-
ja of Eduardo Mondlane University, which was submitted as a back-
ground paper for UNESCO’s EFA Global Monitoring Report 2006:
Literacy for Life. The second section deals with the results of an eval-
uation study on literacy, adult education and NFE, conducted in
2000 by the Ministry of Education in collaboration with the World
Bank. The third section then deals with the national strategy pro-
posed and implemented by the National Department of Literacy and
Adult Education (Direc¢do Nacional de Alfabetizagdo e Educagio de
Adultos: DNAEA). The chapter concludes with a consideration of
some successes and challenges in literacy, adult education and NFE.

Introduction

With almost 19 million inhabitants, Mozambique has the largest
population of Portugal’s former African colonies. Its economy is
based mostly on agriculture. Almost 80% of its public investment
goes to the social sector (education, health and water supply) and to
agriculture, transport and rural infrastructure. Mdrio and Nandja
(2005: 1) state that Mozambique’s greatest challenge. Although its
structural adjustment and macro-economic stabilization programmes
since 1987 have reduced poverty from about 69.4% in 1997 to about
54.1% in 2003, poverty in rural areas is still very high.
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In close alignment with UNESCO’s frameworks—the Jomtien
Declaration (1990), the Hamburg Declaration (1997) and the Dakar
Framework for Action (2000)—and in the context of the government’s
five-year plan, which stresses peace, stability and national reconcilia-
tion, the Government of Mozambique showed a renewed commit-
ment to adult and youth education, in both informal and non-formal
settings. Mario and Nandja (2005: 1) argue that the aim of this na-
tional engagement with literacy and adult education was to increase
investment in adult literacy and, among other things, to raise the sta-
tus of adult education in Mozambique.

Mirio (2002) has identified chronological stages or phases in
Mozambique’s policies on literacy, adult education and non-formal
education (NFE). Phase I constitutes the mid-1970s, when with
Mozambique’s independence, adult education and non-formal edu-
cation took centre stage. In 1976, the National Directorate of Liter-
acy and Adult Education (Direcgio Nacional de Educagio de Adul-
tos: DNEA) was created and charged with addressing adult literacy.
Massive literacy campaigns combined with an explosion in school
enrolment led to a significant reduction in the illiteracy rate, as was
confirmed by the 1980 General Population Census: Adult illiteracy
rates fell by almost 25%—from 97% in 1974 to almost 72% in 1982:
39.9% in urban areas and 78.2% in rural areas, and varying between
82% in Nampula and 28.5% in Maputo City (Mario 2002: 129-130).

In 1983, the National Education System (SNE) was created and
adult education became one of its sub-systems and was accorded
the same status and treatment as the other four sectors: general ed-
ucation, technical and vocational education, teacher training, and
higher education. The mandate of the subsystem of adult education
was to eradicate illiteracy and ensure access to technical and profes-
sional education for teachers at various levels.

The second phase is the period between 1985 and 1995; there was
a substantial reduction in adult literacy and education activities. This
was the consequence of the civil war, the destabilization war waged
by the South African “apartheid” regime. In addition to the destruc-
tion of infrastructure and the loss of human life, the war was direct-
ly responsible for the influx of millions of Mozambican refugees into
neighbouring countries and the internal displacement of millions
more throughout the country. Adult literacy and education efforts
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were confined mainly to the large cities. The only exceptions were
the efforts of NGOs, religious institutions and private individuals
who continued on a small scale and did innovative work, such as
holding literacy classes in local languages (Mario and Nandja 2005: 2).
Other reasons the lack of progress on literacy included the irrele-
vance of the curriculum, formal teaching methods, strict calendars
and timetables, and the exclusive use of Portuguese in instruction.
The third phase focuses on the period from 1995 to the present
when adult literacy and education was marked by a stage of rediscov-
ery (Mario 2002). It is seen as an instrument of ‘sustainable econom-
ic and social development’. In 1995, DNEA activities were assumed
by the national Basic Education Department (Direc¢do Nacional do
Ensino Basico: DNEB). Several political documents, legal instru-
ments and development policies reflect the combined will of the
government and society to ensure that literacy plays an ever-increas-
ing role in poverty reduction and in the development of the country.
The Constitution of the Republic of Mozambique of 1990 stipulates
that every citizen has a right to education (Art. 88) and that educa-
tion constitutes a means of achieving national unity, mastering sci-
ence and technology, and providing citizens with moral and civil val-
ues (Art. 113). Law no. 6/92 modernized the National Education
System (SNE), bringing it into line with the new economic and po-
litical model enshrined in the 1990 constitution. Also important is
the 2001-2005 Action Plan for the Reduction of Absolute Poverty
(PARPA), which identified literacy and adult education as primary
goals of the education programme. The National Strategy for Adult
Literacy and Education and for Non-Formal Education was de-
signed mainly to eradicate illiteracy in the country. Finally, the new
government programme, PARPA II (2005-2009), reaffirmed the goal
of reducing poverty by 10% (Mario and Nandja 2005: 2).
According to the National Strategy for Adult Literacy and Ed-
ucation and the Literacy Curricula Plan which Mozambique’s Min-
istry of Education (MINED) adopted in 2000 and 2003, respective-
ly: ‘Literacy is regarded, on the one hand, as the acquisition of the
basic options of reading, writing and numeracy, and on the other
hand, as a process that stimulates participation in social, political
and economic activities and lays the foundations for continuing ed-
ucation” (MINED 2003b: 57, cited in Mdrio and Nandja 2005: 3).
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Continuing education, understood from the perspective of lifelong
learning, is a prerequisite for human development and is discussed in
the Strategic Education Plan (MINED 2005); the plan suggests direct
links between reducing illiteracy rates, sustainable development and
poverty reduction.

Mozambique’s illiteracy rates are higher than the average of 38%
for Sub-Saharan Africa. According to data published by the National
Institute of Statistics (INE 2004: 66, cited in Mario and Nandja 2005:
3), the average rate of illiteracy among adults nationwide is about
53.6%; it is higher in rural areas (65.7%) than in urban districts
(30.3%) and more marked among women (68%) than men (37.7%).
In a country as large and diverse as Mozambique, regional variations
range from 15.1% in Maputo Province to 68.4% in Cabo Delgado
Province. The figures for youth are alarming, with rates of up to
37.9% in the 15-19 age cohort and 59.7% in the 20-29 age cohort.
Comparisons between men and women (24% in 1996 compared
with 31% in 2004) show a widening gap. According to Lind (2000,
cited in Mério and Nandja 2005: 3), one of the reasons for this is that
women tend to be more interested in programmes designed to im-
prove their lives and the well-being of their families. Those pro-
grammes that promote adult literacy and education as key compo-
nents of poverty reduction are more successful than those that do
not embed literacy in development projects that target women and
rural areas (Lind 2000). The government will have to take addition-
al steps to redress disparities in access and retention, where quite a
bit still needs to be done to achieve gender parity. Available data for
2002 shows that 60% of the entrants at the first and second levels
were girls, while at the third level the intake fell to 48% and the
drop-out rate was approximately 40% (MINED 2003b).

During the 1990s, , a period of peace and stability, adult litera-
cy and education were regarded as necessary instruments for sustain-
able economic and social development centred on men and women
(Mario 2002: 130). In the course of that decade, the following pro-
grammes were developed:

1. Adult education and literacy: It is a formal programme consist-
ing of three-year course and an examination. The courses are
taught by professional teachers and have the equivalence of
Grade 5 of basic education.
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2. Teenagers’ and children’s literacy: The target group is teenagers
and children of at least 14 years old who have no access to for-
mal education. Lectures take place in classrooms improvized
in the communities, churches, primary schools and other so-
cial centres. The state and/or churches pay the expenses.

3. Bilingual education (local languages and Portuguese).

4. Functional literacy: It is a component of the Women Promo-
tion Programme with the objective of improving living con-
ditions in the economic, social and cultural sphere. The ac-
tivities relate to the specific needs of the community.

5. Non-formal education: It is basically the domain of NGOs and
is linked to productive activities, such as tailoring, agriculture,
small animal husbandry, arts and crafts, and small business.

6. Training of professional teachers.

Literacy programmes are currently delivered by the government
and national and international NGOs. The programmes have led to
an increase in the number of participants and in the provision of lit-
eracy units. By 2004 there were a total of 5,000 literacy units
(MINED 2004). However, the drop-out rate continues to be high, es-
pecially at the end of the first level of the three-year literacy courses.
One of the reasons for this is the lack of adequate command of Por-
tuguese among the Bantu population. To rectify this situation, the
Programme of Literacy in Mozambican Languages was introduced
in 1991 as part of the Women’s Bilingual Education Project. Initial-
ly, two languages from the north of the country (Emakhwa and
Nyandja), two from the central region (Sena and Ndax), and one
from the south (Changana) were selected. Similarly, the Strategy of
the Adult Literacy and Education Sub-sector 2001-2005 (MINED
2001) acknowledged the relevance of national languages in the vari-
ous learning settings. Local and vernacular languages were reviewed,
and materials were produced in more Mozambican languages (see
Mirio and Nandja 2005: 5).

Evaluation of literacy, adult education and NFE programmes

Realizing that there was a lack of consistent information available to
support the development of effective and efficient strategies for im-
plementing literacy, adult education and NFE programmes in
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Mozambique, MINED developed, in close co-operation with the
World Bank, an evaluation of the programmes underway in the coun-
try. To carry out this evaluation, three provinces were chosen as sam-
ple cases: Nampula, Zambezia and Maputo.

The evaluation revealed that, on the one hand, there are big sub-
sector problems; on the other hand, there is a great willingness
among the population to seek education through programmes that
would improve their lives, a willingness on the government’s part to
accomplish literacy, adult education and NFE objectives in the whole
country, and an interest among donors in accompanying this process,
as long as the government and MINED define clear, coherent and
prioritized strategies that will allow for the sure development of these
sub-sectors. The evaluation also confirmed that civil society has great
influence on the development of literacy, adult education and NFE
objectives, though civil society has not been involved in a consistent
way in the development of education sub-sectors.

Taking into account the results and recommendations of this
evaluation, as well as additional information that MINED gathered
from previous experiences, a new strategy was developed. The strate-
gy states that the implementation of literacy, adult education and
NFEFE strategies must be carried out while simultaneously increasing
access to quality basic education for children, youth and adults.
Otherwise, there is considerable risk that the goals proposed for the
decrease in nationwide illiteracy rates will not be achieved. It is there-
fore necessary to establish a mechanism that will allow for a critical
and permanent dialogue between formal education and NFE experts.
Such a dialogue will enable the coordination and exchange of infor-
mation in the interest of achieving this joint objective.

The Strategy for Literacy, Adult Education
and Non-formal Education (2001-2005)

Mission and vision: The mission of the DNAEA, in coordination
with civil society, is to promote, coordinate and guarantee equal ac-
cess to basic education for youth and adults so as to eradicate illitera-
cy and promote social, economic and cultural development in
Mozambique, thereby contributing to overall poverty reduction.
The vision of the literacy, adult education and NFE sub-sector
was to promote over a five-year period (2001-2005) access to quality
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basic education for youth and adults based on principles such as gen-
der equity, lifelong learning, respect for linguistic and cultural diver-
sity, and continuing institutional capacity development. To accom-
plish this vision, this sub-sector prioritized the following areas: insti-
tutional capacity development, continuing development of policies
and strategies, articulation and coordination of efforts between civil
society and other agents, curricular development, human resources
formation, development of appropriate materials, increased financial
support, mobilization and retention of female youth and women,
sensitization and access promotion to literacy, adult education and
NFE programmes, prevention of and fight against STDs and HIV/
AIDS, development of systems for data collection and evaluation.

Priority areas: Regarding access, the strategy was to sensitize and
promote access to literacy, adult education and NFE programmes, as
well as to mobilize and retain female youth and women. In the case
of quality, the following were emphasized: curricular development,
the formation of human resources, development of appropriate ma-
terials, education for the prevention of and fight against HIV/AIDS,
and the creation of systems for the treatment of statistic data and
monitoring of literacy, adult education and NFE programmes. Re-
garding the continued development of institutional capabilities and the
application of policies and strategies in the sub-sector, importance
was placed on articulation and coordination with civil society, as well
as other state, higher education and international institutions, and in-
creased financial support.

DNAEA’s National Strategy

In close coordination with civil society, DNAEA’s 2001-2005 strat-
egy (MINED 2001) is to increase the opportunities for youth and
adults to access basic education, placing particular emphasis on
women and youth. The aim thereby is to decrease the illiteracy rate
by at least 10%. Achieving this would contribute to the following
objectives: sustainable community development, respect for and
recognition of cultural values, the development of a culture of peace,
tolerance and democracy, the prevention of and fight against STDs
and HIV/AIDS, and the reduction of absolute poverty.

The goals were: a) to help 1,200,000 individuals, of which
720,000 should be women and youth, to achieve greater literacy; b)
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to increase literacy among the illiterate population aged 15-60 years,
who are mostly from rural areas, women and/or disabled popula-
tion; ¢) to increase literacy among the illiterate population projected
for the year 2001 by 10%; of those who will benefit from these pro-
grammes, 60% should be women and children; d) to increase litera-
cy among 15-19-year-olds who are out of the school system.

Strategic objective

For each one of the prioritized areas, strategic objectives were de-
fined, as well as goals, actions and resources (see Table 1). In coordi-
nation and exchange with civil society actors, it was aimed to con-
duct diversified programmes designed for women’s needs that would
reach out to women and female youth, particularly in rural areas.
These programmes sought to guarantee the access and retention of
girls and women, as well as attitudinal change.

Key aspects of strategic planning were sensitizing and promoting
access to literacy, adult education and NFE programmes. There was
a need for such promotion and for a convincing strategy which made
people aware of the socio-economic and cultural needs and specifici-
ties of the different communities and regions from rural and coastal
areas of the country. Since successful implementation of adult litera-
cy programmes could be jeopardized by the lack of proper under-
standing and information of the advantages for those participating in
these programmes, it was necessary to ensure a positive disposition
towards the programmes and its objectives, namely to ‘diminish at 10
per cent a rate of illiteracy in the next five years’ (MINED 2001).

Large scale actions will involve government institutions, local
and district governments, municipalities, unions, NGOs, universi-
ties, media and additional CSOs which must coordinate with the
MINED.

Sensitizing and mobilization campaigns will be designed to in-
crease and retain the level of participation in literacy, adult education
and NFE programmes. They will showcase actions that drive home
the importance of literacy and lifelong learning. Particular attention
will be paid to mobilizing women and girls, because they remain one
of the most vulnerable groups and have less access to literacy, adult
education and NFE programmes.
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Table 1. Strategic objectives for each prioritized area (2001-2005)

GOALS

GENERAL ACTIONS

RESOURCES

1. Identify and evaluate
specific learning needs of
the population regarding
socio-economic develop-
ment. (Until September
2001.)

To design and apply a
measurement instrument
to diagnose and analyse
specific learning and de-
velopment needs.

o Activists (women).

® Trainers, technical
personnel.

® Technical resources
and assistance.

2. To establish mecha-
nisms for the coordina-
tion of inter-institutional
efforts between literacy,
adult education and
NFE and other organiza-
tions aimed at improving
women’s conditions.
(Until November 2002.)

To identify organizations
or institutions which de-
velop programmes for
women and the disabled
and meet with them to
coordinate efforts.

¢ Media.

® Local, regional and na-
tional technical fo-
rums with experts
from DPEs and
DDEs.

3. To train educators and
community activists to
stir up enthusiasm for
actions oriented towards
teacher training and lit-
eracy programmes. (Un-
til November 2002.)

To train women activists
at the local level to en-
courage literacy, adult ed-
ucation and NFE actions
and to mobilize commu-
nities to participate.

e Facilitators (techni-
cians from DNAEA,
DPEs, DDEs, INEA,
CPFQs).

¢ Training modules.

e Financial resources.

4. To guarantee that at
least 60% of those regis-
tered in the programmes
under the scope of the
strategy are women and
youth. (Beginning in
2002.)

To mobilize—through
community leaders,
women’s groups, civil
society organizations
(CSOs), community de-
velopment programmes
and members of the
business sector—the cre-
ation of “circles of com-
mon interest”.

To create literacy, adult
education and NFE
programmes aimed at
women and youth, in-
cluding elements of
community develop-
ment.

® Media.

® Technicians and ex-
perts.

¢ Financial resources.

¢ Community leaders.

e DDEs, CSOs and lit-

eracy trainers.
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Post-literacy component

This strategy foresaw that the design of literacy, adult education and
NFE programmes involve two phases: one dealing with literacy and
the other, with post-literacy components. The literacy phase pro-
vides learners with basic skills, such as reading, writing and numer-
acy, which are necessary for their full participation in society. Yet lit-
eracy by itself is not enough if the aim is to provide basic quality ed-
ucation for youth and adults, as is stressed in the mission and vision
statements pertaining to this strategy. Thus a post-literacy phase for
this programme had to be designed.

This post-literacy phase tackled how to avoid relapse into illiter-
acy, which is so frequent in many youth and adult education experi-
ences because these programmes are monthly or short-term and tend
not to provide solid knowledge in additional areas. Such knowledge
which allow participants to develop skills and seek opportunities to
better their social conditions. Prevention of relapse into illiteracy
could be accomplished through NFE programmes that are merged
into the post-literacy phase and focused on the specific needs of pro-
gramme participants. The support of CSOs and government institu-
tions working jointly with the literacy, adult education and NFE sec-
tors will be essential here.

Such programmes are geared to the needs of their participants.
They are framed in two modalities: one links literacy with economic
development skills, such as agricultural training, fishing, small busi-
ness and community development; the other involves strengthening
reading and writing skills through the development of local mono-lin-
guistic or multi-linguistic literature and with the support of local au-
thors; special emphasis is placed on topics dealing with mother/child
health, STDs and HIV/AIDS, local, regional and international sto-
ries dealing with water treatment, and other relevant issues.

For younger audiences, there are post-literacy programmes
whose curriculum is designed to help young learners to continue into
higher levels of formal education, depending on their specific needs.

Managing the implementation of the strategy

The literacy, adult education and NFE strategy began to be imple-
mented in 2001. Due to the complexity involved in implementing
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this strategy—first in some provinces and districts (as a pilot pro-
gramme) and then its extension to the entire country—the manage-
ment and administration of a wide variety of resources (human,
material, financial) posed great challenges. To meet them, it was
necessary to establish an efficient managerial, administrative and lo-
gistic system.

Management: DNAEA/MINED is directly responsible for the
overall management of the strategy’s implementation. It has estab-
lished at central, local and district levels an efficient system for the
management of resources and a “two-way” communication system
which will allow the exchange and flow of information. This system
should make decision-making, problem-solving and conflict manage-
ment more effective.

At the province and district levels, the management of literacy,
adult education and NFE programmes is gradually being shared with
CSOs, which play a special role in the programmes’ implementation
and also have the capacity to channel resources.

An additional strategy for management was the creation of a
Council for the Management of the AEA/ENF [literacy, adult edu-
cation and NFE] Strategy, which is composed of MINED and CSOs
and international organizations directly involved in the sub-sector
programmes. A fundamental reason for the creation of this manage-
ment council is that the strategy’s objectives stress the importance of
a close working relationship between CSOs and the government in
implementing the strategy, such that all the sectors of Mozambique
share in the implementation. The management council will function
mainly as a body of reflection, critical analysis and guidance regard-
ing matters related to the implementation of the literacy, adult edu-
cation and NFE strategy.

Administration: Regarding resource administration in particu-
lar, a system was proposed that would facilitate its application at all
levels and especially by CSOs. A system for fund management was
to be defined together with MINED, CSOs and international donor
agencies.

Logistics: Taking into account the magnitude of the task of car-
rying out successful literacy programmes to all provinces of the coun-
try and the majority of the districts, it was deemed necessary to meet
the logistical challenges through proper preparation and planning by
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programme coordinators. A “logistics plan” based on real data was
proposed. This would enable the careful consideration of support
points so that resources can become available as planned. It was also
felt necessary to train personnel from MINED/DNAEA and CSOs
so that they would be better prepared to carry out the specific func-
tions of the national literacy programme.

Monitoring and evaluation of strategy implementation

The expansion of the literacy, adult education and NFE strategy at
the beginning of the pilot programme’s first phase (in the first se-
mester of 2001) required a general scheme of monitoring and evalu-
ation. This was necessary, first, to accompany the process of the pi-
lot programme’s implementation and expansion and the overall
strategy and, secondly, to evaluate the programme’s results and im-
pact so as eventually to systematize positive results, mistakes and les-
sons learned, as well as to aid in the improvement of the existing pro-
grammes through necessary adjustments.

In the discussion of ‘Systems of Evaluation and Treatment of Sta-
tistical Data for AEA/ENF [literacy, adult education and NFEY’, the
term “quality” is used in a twofold sense. On the one hand, it refers
to monitoring and evaluation of the literacy, adult education and
NFE programmes from the perspective of pedagogy. Evaluation of
teaching-learning processes is characterized as: ‘the level of benefit
and learning acquired by the learners, the performance of the train-
ers, the use and quality of the materials, the level of desertion and ad-
ditional elements related to the teaching-learning process.” On the
other hand, “quality” refers to data collection and the treatment of
statistical information on AEA/ENF centres and programmes which
operate under the scope of the strategy.

Monitoring: The process of monitoring of the strategy’s imple-
mentation is the responsibility of the Advisory Council, which will
be composed mainly of DNAEA/MINED entities, as well as indi-
viduals from CSOs and institutions. The functions of this advisory
council will be to discuss and analyse the available information on
processes, problems and results of implementing the literacy, adult
education and NFE programmes in the provinces, as well as to make
recommendations regarding management, administration and logis-
tics of programmes, and suggestions for problem-solving.
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Evaluation: To ensure the objectivity of the analysis, conclusions
and recommendations of the evaluations (whether intermediate or
final), they are conducted by independent teams, composed mainly
of evaluation specialists from both national and international litera-
cy, adult education and NFE programmes. These specialists are
charged with assessing, analysing and evaluating the results of the
different phases of the strategy’s implementation in a qualitative/
quantitative manner, using the criteria of efficiency, efficacy, rele-
vance, impact and sustainability, and presenting recommendations
for improving and adjusting the strategy.

The teams have access to all available information on the differ-
ent phases as well as the expansion of the pilot programme to all the
provinces, as well as specific information on the programmes and
centres at the province and district levels. The teams work directly
with key entities—trainers and learners as well as CSOs—of the com-
munities in which the programme has been implemented.

Uses and dissemination of information: DNAEA, as well as CSOs
and international organizations working in the field, use the informa-
tion generated from monitoring and evaluation to support areas and
programmes that need to be strengthened or substantially improved.
The outcome reports resulting from the evaluations will be widely
disseminated at the MINED level, as well to CSOs and international
agencies of donor countries committed to the literacy, adult educa-
tion and NFE strategy.

General guidelines for the research component

The implementation of the literacy, adult education and NFE strate-
gy 1s accompanied by a research component designed and applied by
an autonomous entity, such as MINED, with the technical and scien-
tific competency for this task—as much as a university or an institute.
The investigation is regarded as an instrument which regulates the
strategy’s implementation and assures and validates each programme’s
scientific component through its inclusion in all levels of the strategy.

Throughout the implementation, personnel involved at different
levels (literacy workers, trainers, supervisors, management personnel,
material authors, civil society and others) have access to the partial re-
sults of the research in order to correct and adjust the strategy com-
ponents should they show any weakness.
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The first phase in this strategy was to start a pilot programme. It
was expected that throughout this investigation, models could be
identified which might be conducive to the success of the literacy,
adult education and NFE programmes and might serve as a reference
for the enlargement of this sector and help to increase knowledge
about these programmes at the international level. To materialize this
research component, it was considered necessary to consider curric-
ular development of materials, formation, supervision, accompani-
ment, monitoring, evaluation, management and administration. All
these aspects relate to teaching-learning processes.

Action plan

To implement the strategy of the literacy, adult education and NFE
sub-sector, an action plan was created which defines goals, activities,
deadlines, responsibilities, expected results and the budget for each
strategy area. The first phase of implementation, the pilot plan and
evaluation, consisted of the application and evaluation of education
models and methodologies of teaching-learning, curricula and so on.
It also involved the review and preparation of materials, as well as
the review of the data collection system for literacy, adult education
and NFE programmes and adopting a system of monitoring, evalu-
ation and investigation.

It was necessary to select this implementation strategy in order
to take account of differences in literacy rates, linguistic and social
diversity, literacy materials in Portuguese and other languages, and
literacy workers with varying levels of training. During this phase,
literacy, adult education and NFE programmes in other provinces
will be conducted with revised and locally produced materials.

In the second phase (2003-2005), the pilot programme was ex-
tended to the national level.

Conclusion

Miério and Nandja (2005: 6) make reference to an analysis in the pro-
posed 2005-2009 Strategic Plan (MINED 2005) reviewed some suc-
cesses and challenges in literacy, adult education and NFE, The suc-
cesses included the expansion of literacy units and the development of
a strategy for adult literacy and education. The challenges included
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partnerships and inadequate coordination, a lack of relevance of the
programmes, poor retention (particularly of women and girls), and in-
adequate supervision, monitoring and evaluation. The review points
to shortcomings in the form of poorly trained staff, a lack of funding,
and incompetence on the part of the National Institute for Adult Ed-
ucation (INEA) in discharging its duties, especially regarding the im-
plementation of payment regulations for literacy workers, which has
diminished motivation for both literacy workers and learners.

Mirio and Nandja (2005: 6) propose the following ways to ad-

dress the challenges referred to above:

1. Implementing existing policies rather than formulating new
policies and declarations of intent.

2. Increasing funding for literacy, adult education and NFE pro-
grammes. Recent data from the MINED (2005) have shown
that 4.1% of the 2003 education budget had been earmarked
for adult education. However, information provided by the
DNAEA reveals that a mere 1% actually went to the adult ed-
ucation sub-sector (Mario and Nandja 2005: 6).

3. Incorporating adult Literacy in MDG and EFA goals. Mario
and Nandja argue that, although literacy impacts on the
MDGs, it is not included in the MDG Action Plan. The only
reference made to it in this plan is universal primary educa-
tion. In the same way, literacy has become secondary in EFA
programmes, especially since the introduction of the Fast
Track Initiative, whose activities are centred on gender equal-
ity and the completion of primary education, thus continu-
ing to marginalize young and adult illiterates.

4. Translating government plans into action. MINED’s Strate-
gic Plan has yet to be implemented. MINED should play a
greater role in the coordination of stakeholders in the imple-
mentation of adult and non-formal education programmes.
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Educating Adults and Youth in Tanzania:
Complementary Basic Education (COBET)
and Integrated Community-Based Adult
Education (ICBAE)

Basilina Levira and Valentino Gange

Since independence the Government of Tanzania has made signif-
icant attempts to fight poverty, disease and eradicate ignorance
and illiteracy. The guiding principle thereby has been that everyone
has the right to personal development. Thus earlier efforts were tar-
geted at universal primary education (UPE) and mass adult educa-
tion. In 1970, for instance, a national literacy campaign was launched
to make all adults literate by 1975. In addition, UPE was launched in
1974 to ensure that all school-age children (7-13 years) go to school
by 1977.

Although there were impressive gains in the field of adult basic
literacy over the last three decades following the establishing of mass
functional and post-literacy, these gains could not be sustained for
various reasons, including over-dependence on donor support, a cen-
tralized planning system and lack of motivation among facilitators
(Mnjagila 2004). The adult illiteracy rate increased from 9.6% in 1986
to 16% in 1992, and the net enrolment ratio (NER) in primary
schools dropped from 71.6% in 1983 to 59.6% in 1990 (Ministry of
Education and Culture [MOEC] 1993). By 1998, it was estimated
that 2.5 million school age children in Tanzania were not in school.

A large number of school-age children were left un-enrolled espe-
cially in the rural areas. Children were either forced into late enrol-
ment because of lack of space or were not enrolled at all. Most of
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those enrolled at an older age often became discouraged, were often
truant or dropped out completely. They added to the already high
number of illiterate adults. As a remedial measure, the government
made an education paradigm shift in which a series of policies and re-
forms were initiated with the aim of ensuring that all citizens receive
basic education.

This chapter focuses on the innovations Tanzania embarked on
to ensure equitable access and quality provision of basic education to
adults, out-of-school children and youth.

It should be noted from the outset that, in 2003, the Government
of Tanzania developed a National Strategy for Adult Education and
Non-Formal Education for implementation from 2003 to 2008. The
strategy aims to implement educational programmes targeting adults,
youth and out-of-school children. Two programmes—Integrated
Community Based Adult Education (ICBAE) and Complementary
Basic Education in Tanzania (COBET)—were given high priority. To
ensure proper implementation of these programmes, Council Imple-
menters have been trained to decentralise planning and management
of adult and non-formal education programmes.

Complementary Basic Education (COBET)

COBET was initiated in Tanzania to cater to primary school-aged
children and youth who are out of school. As mentioned earlier,
over 2.5 million school-aged children did not have the opportunity
to enrol in primary schools for various reasons. There was also a
large number of children who, for one reason or another, dropped
out of school before completing the seven-year cycle.

The COBET programme was designed in two versions for two
age groups: Cohort I (11-13-year-olds) and Cohort II (14-18-year-
olds). The programme is flexible in that it permits multiple entries
and exits to other openings depending on the learner’s abilities. It
was also designed to meet the needs of out-of-school children in
both rural and urban settings. Thus it is an intervention also intend-
ed to complement primary education.

COBET is built on a primary school curriculum with some
modifications to meet the needs of out-of-school children, as well as
to provide learners with eligibility to sit for primary school leaving
examinations and gain equivalency. The COBET curriculum com-
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prises of five subjects: communication skills, mathematics, general
knowledge, vocational skills and personality development.

The duration of the programme is three years for both age co-
horts. The programme for Cohort I takes students to Grade 5 after
they have passed the Grade 4 National Examination, while the pro-
gramme for Cohort II opens the doors of other forms of education,
such as distance learning, vocational training and secondary educa-
tion for those who pass the Primary School Leaving Examination.

COBET is one of the government’s priority programmes for
contributing to the achievement of EFA goals. To date, some 466,018
learners have been reached through this programme. Among these,
233,932—including 122,482 (52%) boys and 111,450 (48%) girls—are
over-age children enrolled in Cohort I. On the other hand, 232,086
learners are youth enrolled in Cohort II. Of these, 116,081 (47%) are
boys and 110,081 (53%) are girls (MOEC 2005b).
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" Human resource enhance-
ment and development is
|\ crucial for the delivery of
. quality education to youth
and adults. Above is group
Jacilitators who participated
in training at Makambako,
Iringa Region.

Learners in COBET are being taught by 15,534 facilitators who
have received two weeks of training in skills facilitation. Of these,
7,587 are professional teachers who also teach in primary schools,
while 7,947 are volunteers. Both type of facilitators are paid a month-
ly honorarium of about US$20 as compensation for their work. The
money helps to sustain the motivation of the facilitators.

|

Similar training was conducted (]
at Uyole in the Mbeya Region.
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Teaching and learning materials for the COBET programme
have been developed by the Tanzania Institute of Education, which
also develops materials for formal education institutions providing
basic education.

Female facilitators are not left out; they are
trained together with their male counter-
parts.

An evaluation of the results of COBET after three years of im-
plementation has revealed that learners in COBET achieve the same
results as their counterparts who study for seven years in the formal
primary school system. Up to 2003, for instance, a total of 46 (out of
282 learners) COBET Cohort II-learners from four pilot areas passed
the Primary School Leaving Examinations and joined government
secondary schools.

To ensure that children are accorded their right to education, the
financing of the COBET programme is linked to a sector-wide fi-
nancing mechanism whereby the government and development part-
ners discuss and agree on the amount of money to be allocated for the
different components of the education sector. This system has helped
to ensure that adult and non-formal education receive a reasonable
amount of funds with which to implement its programmes.

Integrated Community-Based Adult Education (ICBAE)

The Integrated Community-Based Adult Education (ICBAE) pro-
gramme is designed to provide basic education and life skills to adults
and youth. The ICBAE model was designed to redress the shortcom-
ings of the previous adult education programmes and is more respon-
sive to the adult learners’ needs. The model aims to enable youth and
adults to acquire permanent literacy and vocational and life skills in
order to improve their living standards. Specifically, it promotes and
strengthens the participation of the direct beneficiaries at the grass-
roots level with specific attention to existing gender imbalances and
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attitudes. It empowers youth and adults to make decisions on what to
do, how to do it, why and when to do it for their own benefit.

Development of relevant curricula

With the help of their facilitators, learners themselves develop
the ICBAE curricula. This is done at the beginning of the course,
when learners discuss with their facilitator the issues they would
like to learn about. The MOEC has trained professional leaders of
adult education in the country’s 114 councils/districts, providing
them with the skills needed to train adult education facilitators on
curriculum development. The MOEC has also developed a curricu-
lum guide and copies of facilitator manuals to assist the facilitators
in developing curricula appropriate and relevant to the target groups’
needs and interests, as well as to local conditions. These manuals are
on agriculture and micro-economics, health, REFLECT guidelines,
simple bookkeeping and socio-political studies.

~

Facilitators of adult learners
undergoing training on cur-
. riculum development at Sum-
bawanga, Rukwa Region.

Income-generating projects are meant to serve as participants’
entry points and as necessary ingredients of literacy. Literacy skills
training is therefore an integral part of the projects and targets those
who have never learned to read and write (Bugeke 1997).

Studies done in the areas where the model is being piloted
(Mbunda 1996; Mushi 1998; Swai 1999) have indicated that commu-
nity members have responded well to the ICBAE programme. The
1997 evaluation showed that illiteracy rate in the pilot areas dropped
from 25% when the programme started in 1995 to approximately
12%. The evaluation also indicated that the socio-economic situation
of poor communities had improved and that there had been spill-
over effects to the beneficiaries, such as the establishment of self-help
income-generation projects (including fish ponds, poultry keeping,
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piggery, agricultural and gardening projects, environmental conserva-
tion, construction of modern houses and rehabilitation).

To ensure its effective implementation, ICBAE is linked with
other forms of education, such as distance learning, and also is sup-
ported by literacy programmes, such worker education, radio educa-
tion and rural newspapers, which are often available at Community
and Teachers’ Resource Centres. Also 1,600 facilitator manuals have
b ributed to the ICBAE centres.

An old man from Kiwira Vil-
 lage, Rungwe district in the
Mbeya Region, trying very
hard to educate the younger
generation by means of oral
literacy.

Conclusion

The two educational innovations, ICBAE and COBET, have re-
sponded to some extent to the problems facing the adult education
and non-formal education sub-sector in Tanzania. At the time of
writing this chapter, a great deal of energy is being exerted to revamp
adult education in the country. The current efforts are linked with
the national strategy for poverty reduction. Capacity-building work-
shops for adult education leaders have been conducted. And a na-
tionwide programme of training for learning centre facilitators has
been implemented. The government hopes to have soon re-estab-
lished the aforementioned programmes throughout the country. If
this ambition is to be realised, the participation of other stakehold-
ers—the communities themselves, development partners, NGOs and
UN agencies—cannot be overemphasised. Everyone needs to play a
part if Tanzania’s objectives in this area are to be achieved.

Adult and lifelong learning can take place anywhere and at any
time. Anyone can assume the role of facilitator at one time and that
of a learner at another. The most important aspect of adult learning
is respecting other people’s point of views and local knowledge.
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According to Mnjagila (2004) one of the challenges for initiatives
in adult education is to sustain and maintain the vision that adult ed-
ucation is an instrument of empowerment. At the national level, sup-
port for this vision implies recognition of the long and wide scope
and nature of adult basic education provision. At the local level, it im-
plies working in partnership with all the agencies or organisations
that deal with adults, whether they are the providers of learning or
not. The greatest challenge that this new vision faces is in demon-
strating the outcomes of the learning, or the difference that adult ba-
sic education provision has made to individuals and communities.
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The Context of Literacy Development
and Adult Education in Angola

Juao Romeu and Luisa Grilo

hortly after Portuguese colonialism had ended there in 1975, An-

gola established an education system based on democratic princi-
ples. At that time, in 1978, the country had to grapple with redressing
the colonial legacy of 85% illiteracy. Although the new education
system resulted in an explosion in student enrolment, especially in
primary schools—the gross enrolment rate grew more than 200%
(ANC 2003)—the system was rendered inefficient by the ensuing po-
litical-military instability that overtook the country in the 1980s.

Thirty years of civil war have left the education system in chaos.
It has been estimated that 5,000 schools have been destroyed, and
many parts of the country have become inaccessible due to “mine-
infested roads” and destroyed bridges. Obviously under these cir-
cumstances it was next to impossible for children to attend primary
school. This situation also affected the access of adults and youth to
basic education. Even today one-third of all children—the largest
portion of them girls—do not complete primary education; almost
two-thirds of children in rural areas do not do so. Similarly, nearly
one-third of adults are illiterate. In rural areas, 50% of women are il-
literate (Ibis 2007).

As a consequence Angola is putting in place integrated and sus-
tainable policies which see education as central to human develop-
ment, the reduction of social disparities, socio-economic develop-
ment and national reconciliation (ANC 2003). This holds equally of
literacy. Enhancing literacy means more than just gaining the capabil-
ity to read and write; it also involves strengthening one’s ability to
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communicate and participate in society, which is fundamental for
achieving sustainable peace.

Adult education within the New Educational Model

At present Angola is making a transition to a new education system,
which was approved in 2001 and which replaces the system approved
in 1977 and implemented since 1978. The main purpose of the cur-
rent education reform has been to promote high quality teaching
methods by means of a new educational structure and project. The
reform is designed to initiate significant, desirable and valid change in
the education system—and it is hoped it will make strides towards re-
ducing the number of illiterate Angolans.

Adult education comprises two primary components: two-thirds
literacy and post-literacy work (equivalent to adult primary educa-
tion) and one-third work in Levels IT and III of adult education. How-
ever, the education of adults is confronted with several problems,
chief among them being limited access to education opportunities,
low quality and equity, and the high costs of expanding access and
improving quality (ANC 2003).

Within the New Educational Model, Angola has approved two
important strategic instruments, which are crucial for improving liv-
ing conditions and reducing poverty. First is the Basic Law of the Ed-
ucation System (Angola 2001), which defines adult education as an
autonomous educational subsystem. The second instrument is the
Integrated Strategy for the Improvement of the Education System,
which specifies strategies and goals to be achieved by 2015 in adult ed-
ucation (ANC 2003). In addition, the former National Institute of
Literacy (INA) and the National Direction of the Adults’ Education
(DNEA) were combined to create the National Institute of the Adult
Education (INEDA) in June 2000. As the adult education policy
agency within the Ministry of Education (MOE), INEDA is in
charge of the regulation and pedagogical coordination of adult educa-
tion, from literacy to the second cycle of secondary education. It is
engaged in research, training, community development, documenta-
tion and information dissemination.

In connection with the education reforms in progress, the MOE
has also adopted the following methodological instruments: the
Statutes of the Adult Education Subsystem, the Evaluation System
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for the Adult Education Subsystem, and the Statistic Information
System.

Adult education is being implemented in 18 provinces, 163 Mu-
nicipalities and 532 localities. As of 2003, there were 25,000 literacy
and post-literacy lessons and 500,000 adults in Levels II and III of
adult education (ANC 2003).

As for investments in adult education and literacy, funds are re-
ceived from the government (15% of the funds allocated to the
MOE) through bilateral and multilateral projects. The current edu-
cation expenses within the adult education system is estimated at
US$25 per student.

The populations most in need of adult education are vulnerable
women and girls, people with special education needs, out-of-
school street children and adolescents, agriculturalists and fisher-
men, military and para-military persons, company employees, and
low-skilled workers and prisoners.

Civil society and non-governmental organisations donate more
than 60% of the funds necessary for the direct management of edu-
cation activities.

The lack of proper preparation of adult educators has had a neg-
ative impact on the success of literacy and adult education pro-
grammes. Such educators are required to have at least completed
Grade 8 of general education.

Historical background of adult literacy

At the time of independence on 11 November 1975, Angola had in-
herited a illiteracy rate of 85% (ANC 2003) among the economically
active population. On 22 November 1976, the National Strategy for
Mliteracy Eradication, known as the Battle for Literacy, took effect af-
ter its proclamation by Dr. Agostinho Neto (Collelo 1991). In keep-
ing with the trends of the time and because it was difficult to find
qualified primary school teachers, the military, workers and rural
population were identified as beneficiaries for the execution of the
strategy and had to support the teaching of reading and writing in the
1980s (ibid.). The National Commission for Literacy (with a multi-
sectoral structure) and the National Centre for Literacy (executive
structure) were created—with branches throughout the territory—to
support the strategy.
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During the Battle for Literacy, the teaching-learning process was
structured in 6-8-month stages, each lasting two hours per day,
Monday through Friday—before or after the working day. The class-
es were taught by volunteers known as “literacy fighters”, who had
received non-professional technical-pedagogical training. From 2
November 1976 to 31 December 1997, a total of 2,417,094 citizens
were taught to read and write through a 28-stage process. With
370,411 literacy teachers, the teacher-student ratio as 1:6. During the
strategy’s 21 years of execution, 1,336,514 (73.90%) of the students
were women. Teenagers and young adults represented 51% of the to-
tal number. These statistics reflect the fruit of a national effort by
the Angolan people, especially churches, NGOs, the armed forces
and worker centres. Since 1980, public institutions have been unable
to provide 10% of the literacy specialisation programmes.

Meanwhile, teaching of other national languages (Kimbundu,
Kikongo, Cokue, Unbundu, Ngaguela and Octchikuanyama) was im-
plemented in coordination with the National Institute of National
Languages. Unfortunately, this programme was unsuccessful and had
to be shut down due to insufficient scientific content, inadequate
teaching materials and the prevailing political-military instability, es-
pecially in rural areas. This was particularly unfortunate since only a
very small portion of the population speaks Portuguese and thus was
hindered from accessing education.

Starting in 1987-1988, assistance was increased for literacy spe-
cialisation programmes. However, even where this strategy was suc-
cessful, there have been problems due to inadequate or insufficient re-
sources, a lack of materials adapted to and addressing the learning
needs of adults, unplanned courses with no relation to practical life,
and a conflict between market-oriented goals and higher education-
al-cultural goals of citizenship, democratic participation and cultural
diversity.

The Revitalisation Programme of the Literacy Process

In 1997 the Government of Angola started a Revitalisation Pro-
gramme of the Literacy Process, which is facilitated by civil society
and NGOs (ANC 2003). For this programme new mathematics
textbooks were introduced which take in to consideration the adult
learners’ psychology (ibid.). Greater effort will be exerted in the
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countryside and particularly with regard to women. The literacy
programme also teaches adults in local vernacular and eight nation-
al languages, which are: Umbundu, Kimbundu, Kikongo, Tchokwe,
Kwanyama, Nganguela, Ibinda. Nyaneka-Humbi is in the phase of
printing new books for the language.

In cooperation with the Eduardo dos Santos Foundation, the
Angolan Government has set up a Literacy National Premium,
which totals US$5,000,000 and which is awarded on the National
Educator Day (22 November) to “a social organisation having been
best involved in the literacy process, according to the given regula-
tion” (ANC 2003).

Current overview of adult education and literacy

Despite all the efforts of the government and civil society, today
there are still 3.4 million illiterate people in Angola, which is half
the population aged 15 years or older, and adult literacy and educa-
tion rates are currently very low. The main reasons for this are the
worsening political-military situation and the economic-financial
recession.

Currently participants in the literacy programmes are war
refugees, rural people, and older and young women, who until now
have received very little education. The programmes seek to make lit-
eracy relevant to these groups, and in this connection the MOE con-
siders churches and NGOs to be important. The MOE and its part-
ners are also paying special attention to people with deficiencies. The
programme and course contents have been updated to better adapt
them to learners’ needs. For this reason, this literacy programme is
endeavouring to teach adults, once again, in their local vernaculars.

Involvement of civil society and NGOs in literacy programmes

One of the main providers of literacy programmes is the Angolan
Council of Christian Churches (CICA), with the support of
Church World Services (CWS). CICA thereby uses ProLiteracy’s so-
cial change methodology, which combines literacy education with
development efforts, offering people the opportunity to learn about
peace, human rights, HIV/AIDS or financial programmes (CWS
2006). Local churches have started literacy campaigns in rural sec-
tors, coordinating community-based literacy classes in ten provinces.
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The programme aims to foster not only literacy (especially among
Angolan women) but also social education, livelihood training and
skills needed to participate in the post-conflict society (ibid.). In the
rural communities people are keen on learning because they want to
free themselves from dependence on other people’s information
transmitted orally and to gain access to information on their own.
The result will be that a large segment will no longer be supplied
with information from a few. Of course, the benefits of literacy are
also more pragmatic, since it gives people the opportunity to start
small businesses or to improve their trade, for instance in carpentry
or masonry. The most concrete problem is how to find two hours a
day for seven months in order to attend CICA classes.

Another literacy programme for adult learners is called Alfalit
International, which is supported by USAID. Students are often
women who originally came from rural areas in Angola’s interior
but fled during the war to Luanda. Thus far 804 informal learning
centres have been set up in urban neighbourhoods. The programme
aims to ‘improve the quality of life and self-esteem of men, women,
and their families by teaching basic reading, writing, and other life
skills in a local community setting’ (USAID 2006).

The educational level the students acquire is equivalent to Grade
4 of formal education and is often achieved in six months or less. The
programme not only enables persons to read and write, but to also
gain access to the public education system for further education (US-
AID 2006). Together with the Consortium of Mississippi (MCID),
Alfalit International manages the US funding of literacy projects.
UNICEF and UNESCO are co-funding agencies. The MCID is par-
ticularly ‘involved in the development of projects of support to the
training of trainers for the adults’ educators and the construction and
equipment of an Integrated Training centre for Women’. The Centro
de Formagio e Alfabetiza¢io para mulheres em Luanda (Centre for
Education and Literacy for Women in Luanda) provides free literacy
education to women who cannot read and write at all or who can do
so only with difficulty.

Literacy with vocational training

As for vocational training for adults, there exist numerous institutions
throughout the country offering practical experience (AAESMC
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2007). In some urban and rural projects literacy education is combined
with vocational training and provided to targeted populations, such
as child soldiers, street children in Luanda, amputees, and ‘internally
displaced persons who have fled their home areas due to fighting’.
Vocational programmes specifically for war-injured and landmine vic-
tims provide skills in tailoring, metalwork, carpentry and business.

Programmes in general adult education
From 1995 until 2000 DVV International (IIZ-DVV 2007) had its

own project office in Luanda with the aim of building educational
institutions and assuring quality education for adults. After the clo-
sure of that office, DVV International has continued to support pro-
grammes and activities in Angola through its Bonn office.

One of the organization’s activities is teaching people to read
and write. Especially single female traders with children were pro-
vided literacy and basic knowledge in business management, as well
as small loans to assure a better future livelihood for their family. But
the organization’s main focus has been on issues of health, advance-
ment of women, environment protection, and citizen and human
rights. Information and teaching materials for the instruction of per-
sonnel of the Ministry of Health, of NGOs or church institutions
was developed with the aim of stopping the spread of AIDS. Catholic
nuns from the Missiondrias Servas do Espirito Santo (MSES) also co-
operated by communicating their knowledge of how homeopathy
and botany can be utilized to derive medicine that can be cheaply
sold to patients. Regarding women’s empowerment, special materi-
al and concepts for teaching were elaborated to contribute to the re-
duction of prejudices against women and to involve them in a
stronger manner in the planning of governmental and NGO proj-
ects. After the civil war, which still seems to smoulder, education for
peace has become a prominent goal. Weekly Radio programmes are
broadcast weekly which are intended to stimulate discussions on
current topics.

Another important partner is the Associagdio Angolana para
Educagdo des Adultos (AAEA: Angolan Association for Adult Ed-
ucation), which comprises 30 members from the adult education
sector. The AAEA is responsible for administrative work and con-
tent which concerns the planning and implementation of education-
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al measures. The AAEA’s educational projects concentrate on equal-
ity, AIDS, literacy, environment, nutrition and political education.

Together with the MOE, the Instituto de Ciéncias Religiosas de
Angola (ICRA: Angolan Institute for Religious Studies), and inter-
national organizations, the AAEA has implemented the Participato-
ry School Governance Programme (PSGP), which supports the pro-
vision of adult education, as well as the development of democratic
and proactive Parents and Guardians Commissions (PGCs) and the
construction and rehabilitation of schools. Initiatives such as the
Centres of Learning are being developed which promote ongoing
teacher development, youth clubs focussing on HIV/IDS and gen-
der issues, and reading skills among learners (Ibis 2007). PSGP, in part-
nership with AAEA, supports adult education including literacy
classes in marginalized communities. In 2005 in Kibala, 500 partici-
pants (mostly women) were organized into 25 adult education circles.
Their curriculum ranged from basic literacy and numeracy skills to
gender, HIV/AIDS and civic education.

Perspectives

Angola is working very hard to achieve the Dakar EFA goals.

Regarding EFA Goal 3 (‘Ensuring that the learning needs of all
young people and adults are met through equitable access to appro-
priate learning and life-skills programmes’), efforts are being made to
meet the learning needs of adults and youth by ensuring that they
have equal access to an adequate learning process and a programme
that prepares them for life.

To meet Goal 1 (‘Expanding and improving comprehensive ear-
ly childhood care and education, especially for the most vulnerable
and disadvantaged children’), a programme will be created that enable
students to complete their primary schooling and develop their abil-
ities and attitudes in order to execute their civil rights and promote
their integration in society. Competence development will include:

1) reinforcing the institutional capacity to create an open-sys-
tem and flexible programmes for people who have been left
behind by the formal education system;

ii) implementing and standardizing literacy and post-literacy
programmes through professional training;
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iii) increasing the number of local collaborators for adults edu-
cation by 2015; and

1v) creating a system for the recognition and certification of ac-
ademic and professional competencies gained throughout
the formal and informal learning processes.

In view of Goal 4 (‘Achieving a 50% improvement in levels of
adult literacy by 2015, especially for women, and equitable access to
basic and continuing education for all adults’), the aim will be to in-
crease the number of adults who are able to read and write, especial-
ly women, by 50% by 2015 in order to give them equal access to ba-
sic education and continuous training. In keeping with Goal 1, the
government will attempt to increase the adult population’s rate of
reading/writing to 91% by 2015. Likewise regarding Goal 2 (‘Ensur-
ing that by 2015 all children, particularly girls, children in difficult
circumstances and those belonging to ethnic minorities, have access
to, and complete, free and compulsory primary education of good
quality’), the aim will be to decrease the illiteracy rate to a maximum
of 10%. As for Goal 3, the aim will be to produce or acquire pedagog-
ical materials, also in national languages.

To meet Goal 5 (‘Eliminating gender disparities in primary and
secondary education by 2005, and achieving gender equality in edu-
cation by 2015, with a focus on ensuring girls’ full and equal access
to and achievement in basic education of good quality’), the govern-
ment will aim to eliminate gender disparities in primary and second-
ary studies by 2005, and to achieve greater gender equality in educa-
tion by 2015 to ensure that girls have avail themselves of the full and
equal right to have a high quality basic education. Goal 1 will be to
increase the rate of school enrolment by 25%, and Goal 2 will be to
increase the retention rate and the progress of girls attending school
by 15%.

The Republic of Angola’s National Action Plan of Education
for All (NEPEFA) is an important device that complements its oth-
er instruments concerned with poverty reduction, development of
women, enhancement of the national work force and education re-
form.
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Adult Education in the Arab Region

Seham Najem, Aicha Barki and Nowur Dajani-Shehabi

Education . . . is the key to sustainable
development and peace and stability
within and among countries . . .

(UNESCO 2000: 8)

ducation aims not only at providing individuals with equal learn-

ing opportunities but also at establishing a knowledge society
based on quality education. Although the Arab States have expand-
ed their provision of education quantitatively over the last few
decades, resulting in higher literacy rates, it is still far from satisfacto-
ry. For, despite the success in decreasing illiteracy rates in the region,
the absolute number of illiterates has increased. Unless quality is im-
proved, quantity has no meaning.

Adult education contributes to the establishment of a knowl-
edge society by creating a learning and literate environment. By edu-
cating adults, more children are likely to benefit from their educated
parents. They are more likely to stay in school or return to school,
and are less likely to join the pool of adult illiterates. Only under
these circumstances will children be able to contribute to the sus-
tainability of a knowledge society. When delivered effectively, adult
education is potentially one of the useful methods not only for erad-
icating illiteracy but also for eliminating ignorance and misunder-
standing about education and its necessity, and thus for creating a
knowledge society. A society that lacks knowledge will have diffi-
culties in achieving human and social development, as well as peace
and stability, in the region.
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Adult education in the Arab States

The foundations for literacy and adult education initiatives in the re-
gion are: the CONFINTEA V Recommendations (1997) and CON-
FINTEA Mid-term Review (2003), Education for All (EFA) Goals
(2000-2015), United Nations Girls’ Education Initiative (UNGEI
2000-2010), Millennium Development Goals (MDGs 2 and 3; 2000~
2015) and the United Nations Literacy Decade (UNLD; 2003-2012).

Literacy as the main issue

Literacy has been a pressing issue on the adult education agenda in
the Arab States. The emphasis of adult education has been on lit-
eracy programmes and post-literacy follow-up. Literacy is the key
to human and social development. It does not stop with the abili-
ty to read and write but enables human beings to exercise their
rights, as well as to engage in all manner of creative activities which
enrich themselves and their surroundings.

Since CONFINTEA V in 1997, the Arab States have intensified
their commitment to education and have taken tangible steps to
translate that commitment into action. In 1999, the Arab Literacy
and Adult Education Network, which consists of 80 Arab organiza-
tions and CSOs working in the field of literacy, adult education and
sustainable development, was established in Egypt as a major re-
sponse to CONFINTEA V. The network’s function was to support
NGOs and public associations in their efforts to play an active role
in the field. The network’s two main objectives are: to encourage the
establishment of new associations at the grassroots level (including
concerned persons from target groups), and to connect the net-
work’s activities at the local, national and regional levels with simi-
lar activities at the regional and international levels.

Development of literacy programmes

EFA Goal 3 aims at ‘ensuring that the learning needs of all young
people and adults are met through equitable access to appropriate
learning and life skills programmes’ (UNESCO 2000). While adult
education programmes focus on eradicating illiteracy, they have also
incorporated life skills training and necessary vocational education
in order to aid adults in their personal and social development. For
example, small industry management, health and nutrition, child
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care, agriculture, micro-credit, banking and money management, have
all become part of the literacy programmes. Moreover, a large num-
ber of countries incorporate issues such as the environment, civil ed-
ucation and democracy education in their literacy programmes. Such
training and education contribute to post-literate learners’ finding it
easier to find work opportunities. The growing awareness of literacy
as a tool for achieving a better and more productive life has played an
important role in changing literacy programme curricula.

Modern media and other means are being employed to reach a
maximum number of illiterates. Distance and open teaching, home
schooling, local community schooling, and home schooling offer
options that satisfy various needs of learners, especially in rural and
remote areas.

Innovative projects in the region

Multi-purpose Community Learning Centres (Egypt, Jordan,
Lebanon, Palestinian Camps, Syria and Yemen)

Multi-purpose Community Learning Centres (MCLCs) aim to em-
power marginalized groups and poor communities in villages and
slums by providing literacy skills and diversified lifelong learning
opportunities (post-literacy). Such skills and opportunities help to
improve the learners’ quality of life and to enhance sustainable devel-
opment. They are established and managed by the local communi-
ties (local authorities, in cooperation with NGOs and the private
sector), thus ensuring social ownership and contributing to capaci-
ty-building in planning and management of local communities and
individuals. One of their activities is the integration of ICTs.

1. Friendly Schools for Children (Egypt)

The Friendly Schools project builds on the already existing One
Classroom Schools and Community School projects implemented
in poor areas in Egypt. The main beneficiaries are children in diffi-
cult circumstances, working children, street children aged 9-15. The
school equips the children with literacy and basic learning skills in
the elementary curricula. It imparts relevant skills in technical fields,
promotes positive attitudes towards their families and society, and
teaches life skills and positive social orientations so that the students
can return to formal schooling and catch up with other students or
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start working with their newly acquired skills. Because of its high
degree of success, there are plans to extend this project to other
countries in the region.

2. University Students for Literacy (Egypt, Jordan, Lebanon,
Mauritania, Morocco, Sudan and Yemen)

Under the slogan ‘Let one teach one’, each university student helps
at least one person per year to climb out of illiteracy. In creating
university-community partnerships, University Students for Litera-
cy (UNILIT) allows universities to extend their commitment to ed-
ucating the countries’ human capital in the service of development,
and to providing educational services at different (non-traditional)
levels of learning. The students, on the other hand, contribute to the
communities by reducing illiteracy and creating literate environ-
ments and societies.

In Egypt, for example, UNILIT was adapted by the Ministry of
Education and Council for Higher Education and will be implement-
ed to accelerate the elimination of illiteracy especially among women.

3. Combating llliteracy in Rural Areas (Sudan and Yemen)

This project focuses on strengthening the capacity of governmental
bodies and NGOs to achieve EFA Goals 4 and 5, particularly in ru-
ral areas. It incorporates (post-literacy) skills of relevance to women
farmers, such as poultry management, bee-keeping, and on-farm
processing of vegetables and fruits.

Major problems in adult education
Illiteracy in the Arab States

EFA Goal 4 aims at reducing illiteracy rates by 50% by 2015. In the
Arab region, around 70 million adults are still illiterate, in addition to
7.5 million out-of-school children aged 6-15 who could be the future
illiterate adults unless illiteracy is tackled now. These people are con-
centrated mainly in poor, marginalized and highly populated areas
and countries. Algeria, Morocco, Sudan and Yemen together have 30
million illiterates, while Egypt alone has around 20 million illiterate
adults. These five countries together have 70% of the 70 million Arab
illiterates.
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Gender disparity

The situation of female adult literacy in these countries is the bleak-
est. Egypt, Iraq, Mauritania, Morocco and Yemen have female illiter-
acy rates of over 50%, and Sudan has 46.8% (UIS 2002). Gender dis-
parity is a challenge especially in rural and remote areas. The causes
are historically low primary school enrolment for girls (although it
has improved), the shortage of girl-friendly schools, poverty, and
male-dominated cultures and traditions.

EFA has given momentum to adult education, especially con-
cerning education for women. EFA Goal 5 entails ‘eliminating gen-
der disparities in primary and secondary education by 2005, and
achieving gender equality in education by 2015, with a focus on ensur-
ing girls’ full and equal access to and achievement in basic education
of good quality.” Most Arab States are currently working to elimi-
nate the gender gap in enrolment and literacy rates. This momen-
tum is also supported by MDGs, UNGEI and UNLD.

The Gender Parity Index (GPI) for adult literacy now stands at
0.79 (based on UIS, 2005), whereas the GPI for youth literacy is 0.93.
According to UNESCO’s EFA Global Monitoring Report 2005, the
GPI for adult literacy was 0.56 and 0.71 for youth literacy in 1990
(UNESCO 2005). This clearly shows the success in narrowing the
gap in literacy rates between the two genders in the Arab region.

Information and documentation gathering for monitoring
and evaluation

Another main problem in adult education is the lack of reliable sta-
tistics and documentation due to the neglect of documenting, even
though there are many successtul programmes carried out in the re-
gion. This is clear particularly in the field of NFE, where CSOs and
NGOs implement a large number of literacy and adult education
programmes. This lack can be attributed to the shortage of central-
ized information and documentation gathering which leads in turn
to a lack of evaluation tools, such as measurable indicators, to review
the adult education programmes. This stems from the absence of
frameworks dealing with the evaluation and improvement of curric-
ula or the poor performance of these frameworks.

Though many countries’ reports state that they do evaluate the
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programmes and accordingly alter the curricula, programme con-
tent, teaching methodology and teacher training, few documents ac-
tually show the results of such evaluation or the changes made.

Results from evaluations could be used to advance the educa-
tion system, to develop curricula and to improve the quality of edu-
cation at national and regional levels. Evaluation is a tool for
strengthening results-based management, to enable decisions and to
establish policies for future strategic planning.

There is a strong need for capacity-building regarding documen-
tation and statistics for monitoring and evaluation, as well as the actu-
al establishment of regional information and documentation centres.

Recognition of CSOs and NGOs

One of the main problems is the lack of sufficient recognition of
CSOs and NGOs in the field of education in most of the Arab
States, even though they provide a large number of literacy and adult
education programmes. The first resolution of the Fifth World Con-
ference on Adult Education (CONFINTEA V) dealing with ‘Adult
learning and democracy: The challenges of the 21st century’ stressed
the importance of NGOs’ participation and involvement in deci-
sion- and policy-making. However, this resolution has yet to be pro-
moted. Though its recognition has been increasing, learners in pro-
grammes provided by the NGOs are not always accredited in most
of the Arab States. This inevitably affects the motivation of learners,
who find that they have no assurance of an educational or an occu-
pational future even after attaining adequate literacy and other skills.
Thus there is a clear need for recognizing NFE as a legitimate way
of providing certificates to learners and job opportunities to post-lit-
erate learners. This issue also concerns the bridge between formal
and non-formal education. There should be a secured 